

















































































































































aware	 of	 the	 school’s	 heteronormative	 spaces	 and	 view	 them	 differently.	 For	me,	 as	 a	 gay	 researcher,	 as	 with	 some	 trainees,	 this	 has	 advantages	 and	disadvantages.	It	is	not	the	aim	of	this	study	to	look	for	an	objective	statement	of	events	but	instead	to	understand	the	perceptions	and	feelings	that	are	involved	for	trainees	in	regard	to	the	question	of	sexual	diversity	in	primary	schools.			
Structure	of	the	thesis		




















discuss	feminist	and	queer	theories	as	a	framework	to	understand	the	concepts	of	 gender,	 sexualities	 and	 sexual	 diversity	 in	 the	 educational	 context.	 These	theories	 frame	 the	 theoretical	 context,	 the	 methodological	 design	 and	 the	analysis	and	discussion	of	this	study.			
1.1 Sex,	gender	and	sexuality	




gender	 “refers	 to	 symbolic,	 social	 and	 historical	 rather	 than	 biological	differences-and	 similarities-between	 men	 and	 women”	 (p.	 68).	 In	 this	 sense,	and	 as	 discussed	 by	 Curra	 and	Meyer,	 the	 terms	 ‘gender’	 and	 ‘sex’	 have	 been	interchangeable	 in	 some	 social	 contexts.	 In	 contrast,	 essentialist	 frameworks	have	used	these	biological	categorizations	to	explain	“different	sexual	needs	and	desires”	 (Weeks,	 2011,	 p.69).	 Nonetheless,	 Weeks	 (2011)	 argues	 that	 gender	theories	and	studies	of	sex	 “deconstruct	such	assumptions”	 (p.69)	which	 treat	gender	and	sex	as	interchangeable.	Instead,	as	Thorne	and	Luria	(2002)	suggest	these	desires	are	“shaped	by	and	associated	with	socially	learned	activities	and	meanings”	(p.127).			 Although	 the	 ambiguities	 of	 the	 terms	 ‘gender’	 and	 ‘sex’	 are	 easily	separated,	 a	 third	 concept	 emerges,	 sexuality	 which	 is	 created	 from	 the	understanding	 of	 the	desires	 and	meanings	 of	 ‘sex’	 and	 ‘gender’.	Here,	Weeks	(2011)	 highlights	 that	 “sexuality	 as	 a	 concept	 is	 uneasily	 poised	 between	 the	biological,	 the	 social	 and	 the	 psychic”	 (p.198).	 For	 instance,	 Curra	 (2013)	discusses	 sexuality	 as	 the	 sexual	 erotic	 arousal	 and	 genital	 response	experiences	 of	 individuals.	 Jackson	 and	 Scott	 (2010)	 also	 discuss	 how	sociological	frameworks	have	been	“rethinking	sexuality	as	a	social	rather	than	a	natural	or	psychological	phenomenon”.	These	definitions	are	close	 to	 that	of	Meyer	(2010)	who	argues	that	the	usage	of	the	term	‘sexuality’	refers	to	internal	and	external	personal	experiences/behaviours	that	are	represented	as	“desire”	(sexual	orientation),	 “their	 (sexual)	 sense	of	 themselves”	 (sexual	 identity)	and	“how	they	interact	with	others”	(sexual	behaviour)	(p.	50).			 The	 previous	 definitions	 of	 sex,	 gender	 and	 sexuality	 are	 support	 by	Bryan	 (2014)	 in	 a	 new	 diagram	 that	 indicates	 a	 better	 understanding	 of	 the	interaction	between	gender,	sex	and	sexuality,	based	on	the	Diagram	of	Sex	and	





From	Diagram	of	Sex,	Gender,	and	Sexuality	in	Bryan	and	Barr	(2014,	p.244).		 According	to	Bryan	(2014)	gender,	sex	and	sexuality	are	a	representation	of	 the	 ‘sexual’	 categorization,	 experience	 and	 performance	 of	 our	 biological,	social	and	cultural	 identities	(Curra,	2013;	Meyer,	2010;	Ollis,	2010;	Thorne	&	Luria,	 2002).	 These	 constructs	 of	 gender,	 sex	 and	 sexuality	 are	 embodied	 in	different	 debates:	 sexuality	 and	 gender	 (Thorne	 &	 Luria,	 2002),	 gender	 and	
sexual	 diversity	 (Bryan,	 2014),	 sexualities	 (Jackson	 &	 Scott,	 2010)	 and	 sexual	
diversity	 (Curra,	 2012;	Meyer,	 2010).	 For	 Bryan	 (2014),	 these	 three	 concepts	(sex,	 gender	 and	 sexuality)	 are	 the	 framework	 for	 a	 new	 “contemporary	construct”,	gender	and	sexual	diversity	(GSD)	that	“encompasses	the	variability,	fluidity,	and	complexity	that	are	inherent	in	these	aspects	of	human	identity”	(p.	244).	According	to	Ollis	(2010),	unlike	previous	categorizations,	the	educational	context	uses	sex/gender	and	sexuality	as	essentialist	binary	concepts	of	gender	
NEW DIAGRAM OF SEX AND GENDER
BIOLOGICAL SEX (anatomy, chromosomes, hormones)
male                                                                            intersex                                                                           female
GENDER IDENTITY (psychological sense of self)
man                                                              two-spirited/bigendered                                                             woman
GENDER EXPRESSION (communication of gender and gendered traits)
masculine                                                               androgynous                                                                   feminine
ATTRACTION/SEXUAL ORIENTATION (erotic and/or romantic response)
attracted to women                                     attracted to two or more genders                                      attracted to men


















purposes”	(p.	26).	While	children	tend	to	be	exposed	to	pornography,	online	or	offline,	between	the	ages	of	10	and	17	years	old,	Kubicek	(cited	by	Horvath	et	al.,	2013)	 ”found	 that	young	men	who	had	had	sex	with	men	reported	 finding	pornography	 on	 the	 internet	 between	 the	 ages	 of	 12	 and	 13	 but	 had	 been	exposed	 to	 ‘traditional’	media	 (magazines,	 cable	or	videos)	much	earlier	 (4	 to	10	years	old)”	(p.24).	These	arguments	force	us	to	consider	that	some	primary	school	 children	might	 develop	 and	 construct	 their	 own	 sexual	 identities	 as	 a	natural	process.	In	addition	some	of	these	young	students	experience	different	social	and	cultural	sexual	encounters,	these	new	experiences	may	bring	feelings	and	 emotions	 that	 could	 be	 related	 to	 their	 own	 sexualities	 in	 a	 positive	 or	negative	way.	
	
1.2	Feminist	and	queer	approaches	for	sexual	diversity	in	education	




































making	 it	difficult	 for	pupils	 to	 resist	 such	 identification”	 (p.15).	Thus,	 gender	and	sexualities	have	been	delimited	and	oppressed	 in	 the	educational	context.	As	 in	 the	 example	 of	 Tinky	 Winky,	 children	 have	 been	 surrounded	 by	 fears	about	 the	 construction	 of	 their	 own	 gender	 and	 sexualities	 identities	 and	performances.	 Renold	 (2007)	 argues	 that	 these	 fears	 are	 based	 on	 the	“association	 between	 ‘normal’	 gender	 development	 and	 heterosexuality”	(p.277).	 	 In	 this	 sense,	 there	 is	 a	 moral	 attachment	 to	 heterosexualised	discourses	and	these	fears	are	higher	in	respect	of	primary	school	children	who	do	not	fit	these	‘normal’	gender	and	sexual	expectations.			 In	 the	 same	 vein,	 Jackson	 and	 Scott	 (2010)	 question	 how	 modern	societies	are	troubled	by	issues	of	sexualities	in	childhood,	for	example,	by	how	the	 boundaries	within	 childhood	 and	 adulthood	 sexualities	 are	 seen	 “and	 the	ways	 in	which	 the	 regulation	of	 sexuality	and	 the	 social	distribution	of	 sexual	knowledge	 shape	 those	 contours	 and	 police	 the	 boundaries”	 (p.164).	 In	addition,	as	Mellor	and	Epstein	(2006)	argue,	“social	and	cultural	construction	of	 sexualities	 takes	 place	 through	 discourse”	 (p.379);	 these	 hegemonic	heterosexualised	discourses	are	always	present	in	the	educational	context	such	as	school	 spaces.	Finally,	Weeks	 (2003)	discusses	how	“sexuality	 is	 shaped	by	social	forces”	(p.18);	in	this	case,	social	and	cultural	changes,	such	as	same-sex	families,	could	challenge	these	hegemonic	discourses	about	the	construction	of	gender	and	sexualities	identities	in	social	and	cultural	spaces.		








racial	sexualities	and	there	are	sexualities	of	struggle	and	choice	(Weeks,	2003,	p.40).		 Weeks’s	 (2003)	 awareness	 of	 different	 sexualities	 challenges	 the	discussions	 on	 how	 physical	 spaces	 such	 as	 school	 spaces	 represent	 pupils’	gender,	sex	and	sexuality.	For	instance,	discussing	sexualities	social	and	cultural	representations	 might	 have	 a	 positive	 impact	 on	 challenging	 gender	 (sex)	stereotypes	 in	 primary	 schools.	 Butler	 (2004)	 discusses	 the	 idea	 of	 undoing	gender	through	historical,	cultural	and	social	normative	conceptions	of	gender	and	sexualities	where	 trainees	and	pupils,	 in	 this	 study	 in	particular,	 could	be	seen	as	agents	that	challenge	these	gender	binaries.			Finally,	Letts	 (1999)	considers	 the	question	of	 the	gender	binary	 in	 the	primary	 school	 context:	 “how	 to	make	 girls	 and	 boys	 in	 the	 classroom”.	 Letts	criticises	pedagogical	frameworks	of	heteronormativity	in	the	classroom	and	he	points	 out	 the	 importance	 of	 language	 as	 words	 that	 might	 enforce	 negative	meanings	to	students:	“language	is	a	powerful	tool	that	can	convey	both	explicit	and	implicit	meanings”	(p.105).	For	instance,	the	use	of	words	such	as	 ‘faggot’,	‘dyke’,	‘sissy’	or	‘tomboy’,	which	are	used	to	a	remarkable	extent	in	classrooms	and	 playgrounds	 in	 primary	 schools,	 might	 have	 negative	 consequences	 for	school	 spaces	 (DePalma	 &	 Atkinson,	 2008;	 King	 &	 Schneider,	 1999;	 Guasp,	2009;	Van	Dijk	&	Van	Driel,	2007).			




























primary	 school	 students.	 For	 instance,	 existing	 research	 has	 suggested	 that	children	 with	 non-conforming	 behaviours	 are	 targets	 of	 discrimination,	prejudices	and	oppression	(Gerouki,	2010).	Duron’s	experiences	of	how	talking	about	 an	 “effeminate	 son”	 can	 be	 a	 challenge	 for	 some	 parents	 and	 teachers	have	been	the	subject	of	 interest	 for	researchers,	 teachers	and	parents.	This	 is	because	when	gender	and	sexualities	identities	are	discussed,	it	is	mostly	about	adults	or	young	adults	in	the	context	of	higher	education.			 In	addition,	in	schools	gender	non-conforming	behaviour	is	often	related	to	homosexuality	 (DePalma	&	 Jennet,	2010;	Meyer,	2010).	 In	her	book,	Duron	(2013)	 narrates	 her	 experience	 with	 a	 pre-kindergarten	 schoolteacher	 when	she	decided	to	explain	to	the	teacher	that	her	son	was	a	gender	non-conforming	child.	In	her	narrative,	Duron	describes	the	experience	as	positive	thanks	to	the	supportive	 teacher	 who	was	 interested	 in	 how	 to	 help;	 it	 is	 implied	 that	 the	teacher	 asked	what	 gender	non-conforming	meant	 in	order	 to	be	prepared	 in	her	classroom.			 It	is	important	to	bear	in	mind	that	there	is	a	difference	between	gender	stereotypes	 and	 gender	 non-conforming	 behaviour.	 Gender	 stereotypes	 are	defined	 as	 beliefs	 about	 norms	 in	 respect	 of	 gender	 and	 refer	 to	 expected	gender	 roles	 of	masculinity	 and	 femininity	 in	 society.	 Gender	 non-conforming	refers	 to	 a	 person	 who	 does	 not	 conform	 to	 these	 social	 and	 cultural	expectations	of	their	gender	based	on	the	gender	binary.	For	instance,	‘The	boy	




Chapter	4).	In	this	way	it	is	possible	to	understand	how	stereotyped	sexualities	are	 a	 common	 practice	 since	 primary	 schools.	 Children’s	 stories	 about	heterosexual	families	or	conventional	expectations	of	gender	in	sports	practices	are	among	other	constructions	of	sexualities	and	gender	in	school.				 Duron	(2013)	discusses	the	understanding	of	what	gender	is	and	how	it	is	 constructed	 to	 help	 parents	 recognise	 the	 situation	 and	 its	 implications	 in	school	 spaces.	 For	 example,	 acknowledging	 these	 non-conforming	performances	 to	 teachers	 may	 improve	 children’s	 experiences	 at	 school.	According	to	Duron,	the	term	gender	non-conforming	helps	parents	and	family	members	 with	 the	 process	 of	 understanding	 and	 acceptance	 of	 gender	 non-conforming	children.	She	also	highlights	how	important	it	was	to	explain	to	her	older	son	about	his	brother’s	gender	non-conforming	behaviour	in	order	to	be	able	 to	 tackle	homophobic	bullying	 in	his	 school:	 “they	 are	boys	who	 like	 girl	stuff	and	girls	who	 like	boy	stuff”(Duron,	2013,	p.65).	These	narratives	are	an	example	 of	 how	 parents	 confront	 gender	 non-conforming	 situations	 and	 how	teachers	and	trainees	can	learn	to	address	non-conforming	behaviour.				 Another	 example	 is	 the	 study	 by	 Payne	 and	 Smith	 (2014),	 who	explore	teachers’	experiences	with	transgender	children	in	primary	schools	and	report	 that	 “school	 professionals	 expressed	 high	 levels	 of	 fear	 anxiety	 over	effectively	 educating	 these	 children	 (transgender	 children)	 and	 the	community’s	 potential	 response	 to	 their	 providing	 a	 supportive	 environment	for	 these	 students”	 (p.	 399).	Why	 teachers	 express	 feelings	 of	 fear	 or	 anxiety	depends	on	different	factors	such	as	lack	of	preparation	or	parents’	reactions	to	sexual	diversity	issues	in	the	primary	classroom.	These	expressions	of	fear	and	lack	of	preparation	where	found	in	the	trainee	teachers’	discourses	(see	Chapter	Seven).			




conceptualization	 of	 gender	 throughout	 the	 school	 curricula	 considers	 the	identities	 of	 a	 girl	 and	 a	 boy	 from	 hegemonic	 biological,	 cultural	 and	 social	perspectives	with	 some	 social	 limitations	 in	 their	 development	 of	 gender	 and	sexual	 identities	(as	seen	 in	section	1.1).	Within	these	heteronormative	school	spaces	pupils	learn	to	distinguish	directly	or	indirectly	what	the	expectations	of	their	 gender	 are.	 It	 is	 expected	 that	 girls	 are	 quiet	 individuals,	 well-behaved	pupils	 and	 who	 express	 their	 feelings.	 Boy	 pupils	 are	 expected	 to	 be	 more	aggressive,	to	be	more	playful	in	class	and	supposed	to	be	good	at	maths	but	not	to	excel	in	literature	(Craft,	2011;	McInnes,	2004;	Renold,	2006).			These	preconceptions	of	gender	promote	social	and	culture	frameworks	marked	 by	 gender	 inequity	 that	 lead	 to	 harassment	 and	 intimidation	 of	individuals	 who	 do	 not	 conform	 to	 these	 norms;	 and	 also,	 they	 do	 not	 allow	individuals	 to	 create	 their	 own	 expectations	 according	 to	 their	 individual	gender	 identities,	 performances	 and	 expressions	 (Ivinson	 &	 Murphy,	 2006;	Younger	 &	 Warrington,	 2005).	 Hence,	 pupils	 who	 do	 not	 meet	 these	 gender	expectations	 in	 primary	 schools	 feel	 isolated	 and	 undervalued	 by	 their	 social	environment	 and	 school	 peers,	 and	may	 experience	 derogatory	 language	 and	violence	such	as	homophobic	bullying	that	 is	perpetuated	by	their	own	school	community.		1.3.2	Homophobia	and	homophobic	bullying	in	primary	schools		








schools	 are	 seen	 as	 the	 reproduction	 sites	 of	 sexist	 discourses	 and	 also	 how	teachers’	 sexist	and	homophobic	performances	can	 influence	homophobic	and	violent	discourses	within	the	school	environment	(Gerouki,	2010).	As	Halliday	also	argues	(cited	by	Sauntson,	2012)	“most	of	what	we	learn,	we	learn	through	language”;	 therefore,	 learning	 that	 homophobic	 language	 is	 not	 socially	acceptable	might	advocate	a	positive	attitude	towards	the	LGBT	community.			Similarly,	Mallon	(2001)	discusses	issues	such	as	homophobia	in	school	culture,	 arguing	 that	 it	 is	 difficult	 for	 teachers,	 and	 especially	 trainees,	 to	challenge	them.	However,	it	is	expected	that	teachers	recognise	schools	as	social	spaces	 where	 students	 can	 learn	 that	 words	 like	 ‘fag’	 or	 ‘so	 gay’	 are	 used	 to	discriminate	 and	 harass	 LGBT	 individuals.	 These	 discriminatory	 experiences,	for	the	community	of	sexual	diversity	students,	make	them	feel	vulnerable	and	marginalised.	 Faced	with	 homophobia,	 some	pupils	 disengage	 from	 education	(Ellis,	2008).	Regarding	homophobic	bullying,	as	illustrated	by	Kyriacou	(2003)	and	 Smith	 (2004)	 a	 pupil	 is	 bullied	 or	 victimized	when	 he	 or	 she	 is	 exposed,	repeatedly	and	over	time,	to	negative	actions	on	the	part	of	one	or	more	other	students	(Olweus,	1994).	Bullying	acts	have	been	defined	as	a	“systematic	abuse	of	power”	(Smith,	2004,	p.)	and	as	“persistent	aggressive	behaviour”	(Kyriacou,	2003,	p.).	Kyriacou	(2003)	argues	that	 these	repeated	actions	may	be	physical	(pushing),	verbal	(name	calling)	or	indirect	(social	exclusion)	(p.17).			Although	homophobic	bullying	in	primary	schools	is	seen	as	fairly	recent	phenomenon,	 Maddux	 (1988)	 notes	 that	 social	 factors	 such	 as	 political	considerations,	religious	beliefs	and	the	cultural-social	heritage	of	parents	and	family	contribute	to	homophobia	in	schools:	“such	variables	(social	factors)	not	only	 influence	 the	 atmosphere	 of	 the	 school,	 but	 indirectly	 influence	 the	 gay	student	 through	 decisions	 made	 and	 policies	 implemented	 at	 upper-administrative	 level”	 (Maddux,	 1988,	 p.96).	 	 An	 example	 of	 homophobic	bullying	in	primary	schools	is	portrayed	in	Guasp’s	(2012)	report:			





§ More	 than	 half	 (53	 per	 cent)	 of	 gay	 pupils	 experience	 verbal	homophobic	 bullying;	 almost	 a	 quarter	 (23	 per	 cent)	 experience	cyber	 bullying	 and	 one	 in	 six	 (16	 per	 cent)	 gay	 pupils	 experience	physical	abuse.			




young	children,	is	divorced	from	the	sexual	and	gender	connotations	they	carry”	(p.18).	Thus,	recognising	that	harassment	and	discrimination	against	gender	or	sexual	 identities	 might	 produce	 incidents	 of	 violence	 is	 an	 important	 part	 of	tackling	 homophobia	 in	 the	 educational	 context.	 Also,	 the	 moral	 beliefs	 of	parents	and	teachers	and	school	practices	that	seek	to	promote	sexual	diversity	equalities	has	to	find	a	way	to	create	new	actions	and	educational	policies	that	contribute	to	the	knowledge	of	gender	and	sexualities	in	schools.			DePalma	 and	 Atkinson	 (2006)	 review	 different	 guidelines	 from	 the	Department	 for	 Education	 and	 Employment	 and	 the	 Office	 for	 Standards	 in	Education,	which	expose	the	absence	of	concern	 in	respect	of	sexual	diversity.	For	instance,	the	issue	of	same-sex	families	or	primary	school	children	that	are	related	 to	 a	 gay	 or	 lesbian	 relative	 or	 friend	 has	 been	 not	 included	 in	 the	educational	curriculum.	The	well-being	of	primary	school	children	and	equality	of	sexualities	are	some	of	 the	principles	of	 this	context.	From	this	perspective,	the	 school	 as	 a	 whole	 must	 find	 a	 way	 to	 create	 a	 safe	 and	 respectful	atmosphere	 for	 all	 pupils.	 In	 the	 same	 way,	 teachers	 can	 advocate	 a	 more	diverse	 and	 more	 inclusive	 environment	 in	 schools.	 Creating	 safe,	 positive	spaces	 for	 pupils	 leads	 to	 the	 creation	 of	 well-being	 for	 all	 students	 and	therefore	a	better	engagement	with	their	learning	experience	too.		1.3.3	Same-sex	families	in	the	primary	school	context		
	Preparing	 teachers	 to	 acknowledge	 same-sex	 families1	in	 primary	 schools	 has	been	 studied	 from	 different	 perspectives.	 Kissen	 (2002)	 recognizes	 the	importance	 of	 the	 influence	 of	 teachers	 and	 school	 administrators	 in	 the	creation	 of	 safe	 spaces	 for	 same-sex	 and	 sexual	minorities	 student;	 Letts	 and	Sears	(1999)	discuss	some	propositions	for	teaching	diversity	and	inclusion	in	the	classroom	with	the	idea	of	an	LGBT	inclusive	curricula.	More	recently,	Van	Dijk	 and	 Van	 Driel	 (2007)	 have	 examined	 the	 cultural	 approaches	 to																																																									1	Perlesz	 and	 McNair	 (2004)	 mentioned	 a	 Lesbian	 parenting	 as	 dual-orientation,	 planned	 lesbian	






homophobia	 and	 the	 support	 of	 sexual	 minorities	 families	 in	 the	 primary	classroom;	Atkinson	and	DePalma	(2008)	also	address	sexual	minorities	such	as	same-sex	 families	 in	 the	 classroom	 breaking	 down	 the	 boundaries	 between	gender	and	sexualities	from	a	heteronormative	framework.		 Most	scholarly	work	on	sexual	diversity	in	schools	is	about	the	obstacles	faced	by	LGBT	students	and	homophobic	bullying;	in	this	sense,	it	appears	that	the	challenge	in	primary	schools	is	how	teachers	address	these	issues.	However,	these	 studies	 need	 to	 consider	 same-sex	 families	 as	 an	 essential	 part	 of	addressing	 sexualities	 in	 primary	 and	 early	 school	 educational	 settings.	 The	concept	of	family	is	well	known	in	the	social	and	cultural	background	of	pupils	and	 a	 new	 definition	 of	 it	 might	 provoke	 a	 new	 sense	 of	 what	 a	 family	 is;	including	different	topics	on	gay	and	lesbian	issues	may	improve	the	inclusivity	of	 LGBT	 families	 in	 the	 classroom.	 Families	 in	 the	 LGBT	 community	 may	 be	formed	 in	 different	 ways,	 through	 adoption,	 fostering,	 co-parenting,	 donor	insemination,	step	parenting,	surrogacy,	or	by	having	any	family	member	who	belongs	 to	 the	sexual	diversity	community.	According	 to	A	Guide	for	Gay	Dads,	same-sex	 couples	 adopted	 80	 children	 between	 2007-2008,	 seventy-two	percentage	of	 these	children	were	between	one	and	four	years	old	(Stonewall,	2010).				 The	 Office	 for	 National	 Statistics	 (ONS)	 in	 the	 report	 Families	 and	




social	 and	 educational	 policies	 and	 gives	 the	 teachers	 a	 new	 vision	 of	 sexual	minorities	families.			 The	 centre	 has	 made	 recommendations	 for	 schools	 to	 ensure	 a	 better	approach	to	LGBT	families:	(1)	don’t	make	assumptions:	as	an	educator,	do	not	expect	all	 children	 to	 celebrate	a	Mother’s	or	Father’s	day;	 	 (2)	 start	early:	 do	not	wait	 until	 homophobic	 or	 discriminatory	 assault	 happen;	 (3)	 teach	others	
about	different	 families:	 to	 talk	 about	 diverse	 families	 is	 not	 just	 to	 talk	 about	sexual	minorities,	it	includes	all,	gay	and	hetero	and	lesbian	and	all	other	kinds	of	 families;	 (4)	 include	 lesbian	and	gay	people	 in	the	curriculum	and	encourage	
role	models:	 go	 beyond	 the	 curriculum,	 why	 not	 talk	 about	 LGBT	 families	 or	individuals?;	(5)	respond	to	homophobic	language:	do	not	ignore	homophobic	or	any	 derogatory	 remarks	 on	 any	 grounds;	 (6)	 prevent	 homophobic	 bullying:	promoting	 diversity	 in	 the	 classroom	 challenges	 gender	 stereotyping	 (that	 is	related	 to	 homophobic	 bullying);	 (7)	 show	 the	 consequences	 of	 discrimination:	children	are	sympathetic	to	sensitive	topics	such	as	discrimination	on	grounds	of	 race,	 gender	 or	 sexualities;	 and,	 (8)	 promote	 a	 positive	 environment	 and	




community.	As	educators,	the	main	objective	should	be	that	students	feel	secure	about	their	family	identities	and	that	pupils	are	able	to	disclose	their	social	and	cultural	 environment	 freely	 without	 any	 prejudice.	 Similarly,	 pupils	 have	 to	participate	 equally	 in	 activities	 where	 the	 family	 is	 the	 focus	 of	 work	 in	 the	school,	such	as	Mother	or	Father’s	day.	Secondly,	introducing	same-sex	families	in	the	classroom	is	a	way	to	challenge	heteronormativity	 in	the	school	setting;	teachers	 might	 go	 beyond	 the	 curriculum	 to	 work	 on	 relevant	 issues	 for	 the	sexual	minority	 in	 their	 own	 classroom.	 For	 instance,	 all	 children	 need	 a	 safe	and	happy	environment.	Thus,	 for	example,	 teachers	could	explore	storybooks	about	diverse	 families	to	 introduce	these	topics	to	their	pupil	and	give	them	a	positive	 first	 impression	 of	 gay	 and	 lesbian	 issues.	 A	 same-sex	 family	 is	 a	concept	that	could	be	used	as	an	educational	tool	to	learn	from	diversity	about	multiculturalism	 and	 represent	 different	 aspects	 of	 social	 justice,	representation,	citizenship,	respect	and	tolerance	and	human	rights.		
	









towards	sexual	diversity	in	primary	schools		This	 chapter	 discusses	 educational	 policies	 and	 pedagogical	 practices	 in	 the	educational	context	towards	sexual	diversity	in	primary	schools.	The	chapter	is	divided	 into	 three	 sections.	 The	 first	 section,	 ‘Educational	 policies	 and	development	for	Sexual	Education’,	discusses	the	legal	frameworks	that	oversee	the	 inclusion	 of	 sexual	 education	 in	 educational	 frameworks	 in	 the	 UK,	particularly	 those	 that	 govern	 the	 knowledge	 of	 sexual	 diversity	 within	 the	curricula.	This	section	also	seeks	to	explore	the	sex	education	framework	from	an	 international	 perspective	 in	 order	 to	 understand	 the	 need	 of	 fundamental	standards	 in	 sex	 education.	 Lastly,	 it	 discusses	 the	 implications	 of	 sex	 and	relationship	 education	 and	 the	 sexual	 diversity	 acknowledged	 across	 the	 UK	curriculum.	Thus,	the	first	section	aims	to	examine	the	impact	of	these	political	discourses	 on	 the	 construction	 of	 educational	 guidelines	 that	 challenge	sexualities	 in	 the	 school	 context.	 The	 second	 section	 aims	 to	map	 educational	guidelines	by	governmental	 and	non-governmental	 institutions	which	 support	schools	that	seek	the	well-being	of	individuals	related	to	sexual	diversity	issues.	This	second	section	introduces	school	programmes	that	challenge	homophobia	in	the	educational	context	and	that	promote	the	inclusion	of	same-sex	families	in	 the	primary	schools.	Lastly,	 the	purpose	of	 the	 third	section	 is	 to	 introduce	pedagogical	frameworks	that	advocate	the	inclusion	of	sexual	diversity	issues	in	the	 educational	 context	 such	 as	 feminist	 pedagogy	 or	 critical	 pedagogy.	 In	particular,	 the	 section	 describes	 queer	 pedagogy	 and	 inclusive	 education	 and	social	justice	frameworks	as	pedagogical	outlines	that	challenge	the	hegemonic	heterosexualised	discourses	of	primary	school	settings,	which	discriminate	and	oppress	issues	of	sexual	diversity.	 	




teaching	 of	 sexual	 diversity	 in	 schools,	 particularly	 homosexuality	 in	 the	educational	 context,	 are	discussed.	The	 first	part	 focuses	on	Section	28	which	has	 shaped	 the	 debate	 between	 educational	 settings	 and	 sexual	 education	frameworks	 in	 the	 UK	 for	 over	 twenty	 years.	 	 Secondly,	 following	 the	frameworks	 of	 educational	 policies,	 some	 sexual	 education	 frameworks	 are	explored	 from	 an	 international	 perspective	 in	 order	 to	 have	 a	 better	understanding	 of	 the	 implications	 of	 sexuality	 education	 for	 educational	guidelines	 and	 polices	 for	 primary	 schools.	 Lastly,	 the	 third	 part	 explores	 the	Sex	and	Relationship	Education	guidelines	as	a	non-statutory	subject	 that	sets	out	 the	 specific	 sexual	 and	 health	 issues	 that	 might	 be	 addressed	 in	 the	 UK	school	context,	particularly	in	England.		2.1.1	Law	and	educational	policies	on	sexual	education				
































2.1.3	Sex	and	Relationship	Education				Although,	PSHE	is	a	non-statutory	subject,	the	Department	for	Education	(DfE)	consider	that	PSHE	education	is	a	significant	subject	for	all	students.	The	PSHE	educational	framework	of	the	national	curriculum	in	UK	(DfE,	2013)	sets	out	the	specific	 sexual	 and	 health	 issues	 that	 might	 be	 addressed	 in	 schools	 and	 the	stages	 that	 this	 teaching	 should	 be	 done.	 Some	 topics	 are	 taught	 in	 science	classes	and	others	as	part	of	the	PSHE	program.	The	PSHE	educational	guidance	(2013),	 recommends	 that	 schools	use	PSHE	education	 to	build	on	 the	 topic	of	sex	 and	 relationship	 education	 (SRE).	 This	 SRE	 framework	 has	 to	 be	 taught	when	it	is	appropriate	and	outlined	according	to	the	statutory	guidance	shaped	by	 the	 DfEE	 (now	 DfE)	 in	 2000.	 The	 new	 guidance	 on	 SRE	 (DfEE,	 2000),	 as	discussed	 by	 Monk	 (2001),	 was	 issued	 in	 an	 attempt	 to	 develop	 pedagogical	practices	 in	 schools	 towards	 sex	 education.	 In	 2010,	 the	 DfE	 published	 ‘The	








Sauntson,	 2015).	 Also,	 it	 was	 stated	 that	 parents	 had	 the	 right	 to	 withdraw	children	and	young	people	from	SRE	classes	in	accordance	with	personal,	social	and/or	 cultural	 preferences.	 Similarly,	 the	 Education	 Act	 (1996)	 emphasises	that	pupils	“are	protected	from	teaching	and	materials	which	are	inappropriate	having	regard	to	the	age	and	the	religious	and	cultural	background	of	the	pupils	concerned”	(Education	Act	1996,	Part	V,	Chapter	IV,	Sex	Education	1A.b).			While,	 the	 government	 supports	 the	 non-stigmatisation	 of	 relationships	outside	 marriage	 and	 promotes	 support	 for	 these	 families	 or	 pupils	 with	different	home	conditions,	it	has	not	been	clear	how	different	family	forms	and	LGBT	families	have	to	be	portrayed	in	the	school	classrooms.	In	2013,	the	report	
‘Not	yet	good	enough:	personal,	social,	health	and	economic	education	in	schools’	by	the	Office	for	Standards	in	Education,	Children's	Services	and	Skills	(Ofsted)	evaluated	the	PSHE	programme	of	education	in	primary	and	secondary	schools	and	the	findings	showed	a	need	for	improvement	about	sexual	diversity	in	the	SRE	 programme.	 Although,	 the	 SRE	 guideline	 (2000)	 asks	 that	 pupils	 learn	about	the	emotional,	social	and	physical	aspects	of	growing	up,	from	childhood	to	adolescence	and	adulthood.	Also,	the	guideline	emphasises	that	young	people	need	 to	 learn	 the	 significance	 and	 importance	 of	 marriage	 and	 bringing	 up	children.	It	has	to	be	asked	is	whether	same-sex	marriage	would	be	considered	as	an	essential	emotional	and	social	development	aspect	for	young	pupils.	Also,	as	 mentioned	 before,	 there	 is	 an	 absence	 of	 sexual	 diversity	 discourses	 and	explicit	 discussion	 about	 different	 kinds	 of	 families	 and	 diverse	 sexual	identities.			In	 response	 to	 these	 critiques,	 the	 PSHE	 Association,	 the	 Sex	 Education	Forum	and	Brook2	developed	‘Sex	and	Relationships	Education	(SRE)	for	the	21st	
Century’,	published	as	supplementary	(but	not	official)	advice	for	SRE	guidance	(DfEE	0116/2000),	although	it	is	not	advocated	or	promoted	as	‘supplementary’	by	the	government.	According	to	this	guidance,	SRE	promotes	the	sexual	health	and	well-being	of	children	and	young	people	and	does	not	promote	early	sexual																																																									2 	The	 PSHE	 Association	 (www.pshe-association.org.uk),	 the	 Sex	 Education	 Forum	





behaviour;	 this	 guideline	 has	 been	well	 received	 by	 the	DfE.	 This,	 not	 official,	supportive	 guideline	 emphasises	 that	 “a	 comprehensive	 programme	 of	 SRE	provides	 accurate	 information	 about	 the	 body,	 reproduction,	 sex,	 and	 sexual	health.	 It	 also	 gives	 children	 and	 young	 people	 essential	 skills	 for	 building	positive,	 enjoyable,	 respectful	 and	 non-exploitative	 relationships	 and	 staying	safe	both	on	and	offline”	(The	Sex	Education	Forum,	PSHE	Association	&	Brook,	2014,	p.3).	In	principle,	this	definition	opens	up	new	opportunities	for	teaching	SRE	in	primary	schools.	However,	this	guidance	is	not	official	and	it	is	not	clear	to	 what	 extent	 the	 guidance	 is	 disseminated	 within	 schools.	 Although	 this	updated	 and	 alternative	 educational	 guideline	 answers	 key	 questions	 and	provides	new	principles	of	high	quality	and	effective	SRE	teaching	and	learning	environments,	it	is	important	to	explore	its	impact	on	teaching	about	sexuality	and	diversity.	Thus,	there	is	still	a	need	for	pedagogical	frameworks	that	allow	teachers	to	advocate	for	sexual	diversity	in	the	schools.		
2.2	Exploring	primary	school	practices	towards	sexual	diversity	
	This	 section	 explores	 educational	 programmes	 by	 governmental	 and	 non-	governmental	 institutions	 that	 challenge	 homophobia	 in	 schools	 and	 that	promote	 the	 inclusion	 of	 same-sex	 families	 in	 the	 educational	 context.	 This	section	 is	 divided	 into	 two	 parts.	 First,	 the	 educational	 frameworks	 and	guidelines	 that	 have	 been	 developed	 by	 educational	 institutions	 in	 order	 to	challenge	homophobia	 in	 schools	and	 that	 advocate	 the	well-being	of	primary	school	 students	 are	 discussed.	 Secondly,	 it	 considers	 how	 school-based	guidelines	 suggest	 addressing	 same-sex	 families	 in	 the	 primary	 school	classroom.		2.2.1	Challenging	homophobia	in	primary	schools		
	In	 2004,	 the	 ‘Every	 child	matters’	 document	 by	 DfES	 and	 the	 ‘Stand	up	 for	us:	








with	 knives,	 strangled,	 thrown	 against	 lockers,	 and	 dragged	 down	 flights	 of	stairs”	(HRW,	2001,	p.3).	International	human	rights	groups	reaffirmed	that	the	education,	culture	and	respect	(or	tolerance)	are	important	means	to	eradicate	discrimination	 and	 intolerant	 behaviours	 to	 the	 sexual	 minority	 community.	They	 recognize	 the	 need	 for	 educational	 approaches	 that	 seek	 to	 prevent	discrimination,	 especially	 homophobia	 and	 bulling,	 particularly	 of	 the	 LGBT	community.	 Letts	 and	 Sears	 (1999)	 argue	 that	 schooling	 about	 the	 sexual	diversity	 community	 is	 necessary	 to	 “create	 classrooms	 that	 challenge	categorical	 thinking,	 promote	 interpersonal	 intelligence	 and	 foster	 critical	consciousness”	 (p.1).	 Also,	 Bickmore	 (1999)	 and	 Letts	 and	 Sears	 (1999)	consider	 that	 it	 is	 necessary	 to	 discuss	 sexualities	 in	 primary	 schools	 from	different	 perspectives	 such	 as	 citizenship,	 social	 justice,	 human	 rights	 and	cultural	backgrounds.		 In	 the	 last	 decade,	 non-governmental	 organizations	 have	 introduced	different	guidance	and	projects	that	promote	the	inclusion	of	sexual	diversity	in	schools	 and	 aim	 to	 eradicate	 homophobia	 in	 the	 school	 context.	 In	 2005,	educational	 programmes	 were	 launched	 by	 these	 non-governmental	organizations:	the	‘LGBT	History	Month’	by	Schools	Out	and	‘Education	for	All’	by	Stonewall	 (in	 coalition	with	 Ofsted	 and	 the	 DfES).	 Stonewall	 introduced	 their	campaign	 ‘Education	 for	 All’	 in	 secondary	 schools	 to	 tackle	 homophobia	 and	homophobic	 bullying.	 Later,	 the	 campaigns	 included	 primary	 schools	 through	different	 reports	 such	 as	 ‘Different	Families’	 (Guasp,	 2010)	and	 ‘The	Teachers'	
Report’	(Guasp,	2012).	Practical	 guides	and	 teaching	 resources	have	also	been	available	 for	 teachers.	 For	 instance,	 Stonewall’s	 programme	 ‘Primary	 School	
Champions’	has	been	successful	 in	asking	primary	schools	 to	celebrate	diverse	families	and	tackle	homophobia.		 For	 instance,	 Ofsted	 up-dated	 the	 criteria	 for	 school	 inspections	 using	 the	figures	 from	 Stonewall’s	 reports	 from	 teachers	 and	 students	 about	 their	experiences	of	homophobia	and	discrimination	and	the	2012	Ofsted	survey,	`No	




expected	 to	 tackle	 all	 forms	 of	 bullying,	 including	 homophobic,	 biphobic	 and	transphobic	 bullying,	 eliminate	 discrimination	 and	 foster	 good	 relations	 and	advance	 equality	 between	 pupils	 from	 sexual	 minorities	 and	 their	 peers.	According	to	this	criteria,	primary	school	inspectors	might	explore	whether:		
§ pupils	ever	hear	anyone	use	the	word	‘gay’	when	describing	something,	or	whether	they	have	been	told	by	teachers	that	using	the	word	‘gay’,	to	mean	something	is	rubbish,	 is	wrong,	scary	or	unpleasant	and	why	it	 is	wrong	
§ pupils	 ever	 get	 picked	 on	 by	 other	 children	 for	 not	 behaving	 like	 a	‘typical	girl’	or	a	‘typical	boy’			
§ pupils	 have	 had	 any	 lessons	 about	 different	 types	 of	 families	 (single	parent,	living	with	grandparents,	having	step-parents,	having	two	mums	or	two	dads)	




This	intervention	of	the	Equalities	Office	in	the	school	setting	illustrates	the	importance	and	the	‘serious	consequences’	that	homophobia	has	for	pupils.	The	 empirical	 research	 work	 on	 sexual	 diversity	 education	 done	 by	 non-governmental	 organizations	 in	 recent	 years	 has	 created	 a	 number	 of	 school-based	policies	regarding	sexual	minorities	(Atkinson,	2002;	DePalma	&	Jennett,	2010).	Challenging	homophobia	in	primary	schools	is	an	on-going	task	that	has	just	 started;	 government	 legislation	 and	 the	 work	 of	 non-governmental	organizations	have	facilitated	the	approach	of	promoting	equality	and	inclusion	in	 primary	 school	 settings	 with	 respect	 to	 sexual	 diversity	 communities.	Nonetheless,	 studies	 done	 by	 non-governmental	 organizations,	 such	 as	Stonewall,	have	to	be	carefully	analysed	on	the	way	sexual	diversity	discourses	in	 the	 school	 context	 are	 (re)	presented.	There	are	 still	 pedagogical	questions	about	 how	 to	 deliver	 lessons	 that	 advocate	 sexuality	 education	 and	inclusiveness	of	sexual	minorities.	For	instance,	making	pupils	and	teachers	feel	included	is	crucial	in	their	personal	and	social	development;	any	prejudice	and	discrimination	 that	 obstruct	 the	 social	 and	 learning	 environment	 of	 the	classrooms	 and	 any	 school	 setting	 have	 to	 be	 eradicated	 (Allan	 et	 al.,	 2008;	Curran	et	al.,	2009).		
	2.2.2	Celebrating	same-sex	families	in	the	primary	school	classroom		




and	 this	provision	makes	 it	 possible	 for	 a	 teacher	 to	 address	diverse	 families,	cultural	 and	 religious	 concerns	 might	 reverse	 these	 guidelines	 by	 teachers,	school	staff	and	parents	from	different	social	and	cultural	backgrounds.			 In	 this	 decade,	 the	 Equality	 Act	 (2010)	 and	 the	 MSSCA	 (Same	 Sex	Couples)	Act	2013	are	legal	government	frameworks	that	promote	equality	and	inclusion	 in	 England.	 These	 governmental	 acts	 encourage	 educational	institutions	 and	 schools	 to	 participate	 in	 preventing	 and	 reducing	discrimination	through	the	promotion	of	equality.	For	instance,	the	Government	Equalities	 Office	 (2014)	 based	 on	 the	Marriage	 (Same	 Sex	 Couples)	 Act	 2013	suggests	that:		
§ As	on	any	other	 issue,	 teachers	have	 the	clear	right	 to	express	 their	own	 beliefs,	 or	 those	 of	 their	 faith,	 about	 marriage	 of	 same	 sex	couples	as	long	as	it	is	done	in	an	appropriate	and	balanced	way.		
§ Teachers	 are	 expected	 to	 teach	 the	 factual	 and	 legal	 position	 that	marriage	in	England	and	Wales	can	be	between	opposite	sex	couples	and	 same	 sex	 couples	 –	 but	 they	 are	 not	 expected	 to	 promote	 or	endorse	views	which	go	against	their	beliefs.			




within	 a	 legal	 framework.	 Nonetheless,	 there	 is	 a	 sense	 that	 some	 effects	 of	Section	28	 (repealed	 in	2003)	within	 the	educational	 context	still	 remain	 (see	section	2.1.1),	 and	 that	 some	 teachers	 adhere	 to	 this	 legislation	and	 therefore	have	 not	 changed	 their	 attitudes	 towards	 other	 legislation	 which	 supports	same-sex	 relationships	 (DePalma	 &	 Atkinson,	 2009;	 Johnson	 &	 Vanderbeck,	2014).	 Thus,	 non-governmental	 organizations	 have	 been	 advocating	 the	creation	 of	 positive	 and	 friendly	 educational	 environments	 for	 the	 LGBT	community	in	schools	in	recent	years.	For	instance,	Stonewall’s	‘Primary	School	
Champions’	programme	 is	 designed	 to	 provide	 teacher	 training	 to	 create	 safe	spaces	for	LGBT	families	in	primary	school	settings.				 The	 Stonewall	 report,	 ‘Different	 families’	 in	 2010,	 also	 portrayed	children’s	experiences	with	their	LGBT	families,	where	some	children	indicated	that	 when	 they	 “experience	 bullying	 to	 do	 with	 having	 gay	 parents,	 schools	aren’t	 always	 very	 good	 at	 doing	 anything	 about	 it”;	 that	 “they	 are	 worried	about	what	may	happen	if	other	children	know	they	have	gay	parents”;	and	that	these	 experiences	 are	 “stressful	 and	 they	 wish	 they	 could	 tell	 other	 people	about	their	families”	(Guasp,	2010,	p.3).	In	the	‘The	Teachers’	Report’	(2014)	by	Stonewall,	 a	more	 positive	 perception	 of	 same-sex	 families	was	 portrayed	 by	primary	school	teachers:		
§ Nearly	nine	in	ten	primary	school	teachers	(86	per	cent)	say	different	types	 of	 families	 should	 be	 addressed	 in	 schools	 in	 a	 way	 that	includes	same-sex	parents.			
§ Almost	 all	 teachers	 (91	 per	 cent)	 who	 have	 addressed	 such	 issues	would	do	so	again.		




Overall,	 these	 published	 reports	 introduce	 a	 new	 perspective	 for	educational	 purposes	 where	 teachers	 are	 able	 to	 challenge	 sexual	 diversity	issues	 in	 primary	 schools.	 	 Nonetheless,	 some	 teachers’	 lack	 of	 preparation	about	LGBT	issues,	or	their	social	and	cultural	background	limited	their	ability	to	create	safe	and	positive	spaces	 for	LGBT	 individuals	 	 (DePalma	&	Atkinson,	2009;	 Kissen,	 2002;	 Payne	 &	 Smith,	 2014).	 In	 this	 sense,	 DePalma	 and	Atkinson’s	 (2009)	 expose	 teachers’	 perceptions	 of	 the	 LGBT	 community	 and	schools	praxis:	 “how	can	sexual	orientation	be	addressed	 for	children	 in	ways	that	 are	 relevant	 to	 their	 experience	 and	 growing	 understanding	 of	 personal	identity,	love	and	family	diversity”	(p.	ix).	Thus,	this	question	critiques	the	lack	of	pedagogical	frameworks	for	teaching	and	dealing	with	a	minority	community	such	as	the	LGBT.		Within	these	legal	frameworks	on	same-sex	marriage	and	the	educational	 programmes	 provided	 by	 non-governmental,	 organizations	 have	been	 promoting	 the	 celebration	 of	 LGBT	 families	 in	 the	 educational	 context	through	 the	 introduction	 of	 training	 programmes	 to	 advocate	 more	 inclusive	teaching	through	primary	schools.	
	
2.3	Pedagogies	and	sexual	diversity	in	schools	




frameworks	that	advocate	inclusiveness,	equity	and	diversity	in	the	educational	context.	The	 last	part	 focuses	on	queer	pedagogy	as	 a	pedagogical	 framework	that	challenges	hegemonic	heterosexual	discourses	 in	educational	settings	and	that	advocates	the	inclusion	of	sexual	diversity	issues	in	teaching	practices.			2.3.1	Pedagogical	frameworks	and	sexual	diversity		

















































pursuing	the	rights	of	minority	students.	Meyer	also	discusses	how	these	factors	affect	 the	 quality	 of	 education,	 as	 in	 the	 case	 of	 pedagogies	 with	 inclusive	educational	practices	 (Laorden	et	al.,	 2006).	Social	 justice	education	has	 to	be	seen	as	a	way	to	recognise	and	respect	diversity.				 Here,	finally,	social	justice	promotes	a	dialogue	on	different	narratives	in	philosophical	 pedagogies	 such	 as	 oppression,	 multicultural	 and	 feminist	approaches	 which	 centre	 on	 the	 person	 as	 a	 human	 being.	 These	 identities	occur	 in	 different	 forms	 and	 stages	 of	 life:	 citizenship,	 religion,	 ethnicity,	 race	and	 sexual	 identity.	 Thus,	 social	 justice	 is	 seen	 as	 a	 step	 to	 change,	 a	 change,	which	looks	for	an	imaginative	equal	normativity.	In	conclusion,	it	is	necessary	to	challenge	the	existing	hegemonic	social	and	cultural	discourse	through	these	pedagogical	 discourses;	 pedagogical	 dynamics	 to	 approach	 sexual	 diversity	 in	schools	 are	 related	 to	 sexualised	 spaces,	 the	 use	 of	 power	 through	 the	oppressed	and	cultural	and	social	diversity	perspectives	in	the	schools	context.	
	2.3.2	Inclusive	education	and	social	justice	in	education		
	In	1990,	the	World	Declaration	on	Education	for	All	committed	to	the	promotion	of	education	as	a	human	and	universal	right.	The	concept	of	inclusive	education	has	 developed	 from	 different	 educational	 conferences	 on	 how	 to	 achieve	 a	better	quality	 and	equity	of	 education	 for	 all.	The	World	Conference	on	Special	
Needs	 Education:	 Access	 and	 Quality	 in	 Salamanca	 (1994);	World	 Summit	 for	








Accordingly,	inclusive	education	in	the	UK	has	been	primarily	related	to	SEN	 through	 the	 Education	 Act	 1996	 and	 the	 Special	 Educational	 Needs	 and	Disability	Act	2001,	which	prohibits	discrimination	in	education	and	promotes	inclusive	education	in	schools.	Some	guidelines	were	developed	to	promote	and	support	 inclusive	 teaching	 Excellence	 for	 All	 Children:	 Meeting	 Special	
Educational	Needs	by	DfEE	in	1997	and	Inclusive	Schooling:	Children	with	Special	








classroom	 where	 the	 teacher	 and	 the	 pupils	 experience	 moments	 of	homophobia:			 “You	 are	 sorting	 your	 class	 into	 groups	 for	 an	 activity.	 You	 allocate	 a	gentle,	 studious	 boy	 called	 Callum	 to	 a	 group,	 and	 the	 boys	 already	 in	that	group	wrinkle	their	noses	in	a	display	of	disgust.	Boys	in	other	group	laugh	 loudly	 and	 say	 `you’ve	 got	 the	 gay	boy,	 losers’”	 (Benjamin,	 2012,	p.83).		




Finally,	Arshad,	Wrigley	and	Pratt	(2012)	consider	how	teachers	can	go	beyond	 regular	 practices	 in	 order	 to	 create	 positive	 and	 all-inclusive	 learning	environments	where	personal	identities,	principles	and	experiences	are	valued	and	 respected.	 This	 discussion	 has	 been	 around	 the	 social	 justice	 framework;	thinking	about	sexual	diversity	as	an	aspect	of	social	justice	ought	to	be	seen	as	a	cultural	representation	rather	than	a	contentious	concept	of	sexual	diversity	or	a	way	to	categorize	and	define	sexualities	of	sexualities	and	diversities.	In	the	context	 of	 school	 culture,	 social	 justice	 should	 consider	 sexual	 diversity	 as	 an	essential	part	of	an	emotional	and	personal	identity.		 Overall,	 there	 has	 to	 be	 a	 connection	 between	 “education	 policies,	learning	 resources	 and	 the	 curriculum”	 (Mitchell,	 2012	 p.19)	 to	 make	 social	justice	 an	 inclusive	 practice	 in	 schools.	 Arshad	 et	 al.,	 (2012)	 discuss	 the	dilemmas	that	represent	 the	use	of	social	 justice	within	the	classroom;	 for	 the	authors,	 a	 teacher’s	 values	 and	 morals	 are	 essential	 to	 perform	 in	 their	classroom	as	 these	have	a	 great	 influence	 in	educating	about	diversity,	 equity	and	 justice.	 Therefore	 one	 of	 the	 questions	 is	 how	 to	 be	 an	 “effective,	transformative	and	reflexive	teacher”	(Menter,	2012,	p.vii).	The	impact	of	these	teachers’	 preconceptions	 about	 social	 justice	 might	 make	 a	 difference	 in	students’	understanding	of	concepts	such	as	gender,	 social	 class,	 religion,	 race	and	others.			2.3.3	Queer	pedagogy		








abilities	of	“honesty,	civility,	authenticity,	 integrity,	 fairness,	and	respect”	(p.4)	to	others:		 Queer	 teachers	 are	 those	 who	 develop	 curricula	 and	 pedagogy	 that	afford	 every	 child	 dignity	 rooted	 in	 self-worth	 and	 esteem	 for	others…Teaching	 queerly	 demands	 we	 explore	 taken-for-granted	assumptions	about	diversity,	 identities,	 childhood	and	prejudice	 (Sears,	1999	p.5).		 Here,	Sears	(1999)	discusses	queer	teaching	as	a	 framework	that	offers	teachers	 the	 opportunity	 to	 develop	 abilities	 and	 understanding	 of	 pupils’	differences	 in	 school	 spaces	 and	 allows	 them	 to	 critique	 normative	heterosexualized	school	practices	and	spaces.	For	example,	Kumashiro	 (2003)	discusses	how	queer	discourses	challenge	these	standards	and	heteronormative	norms	 that	 are	 portrayed	 in	 the	 educational	 setting	 and	 how	 teachers	 can	develop	new	ways	of	teaching	and	learning.	For	Kumashiro,	queer	discourses	in	education	 challenge	 “what	 is	 normal	 (everyday)	 and	 normative	 (required)”	(p.367)	in	school	spaces,	seeing	these	normal	and	normative	spaces	as	forms	of	oppression	 to	marginalized	 groups.	 In	 this	 sense,	Meyer	 (2010)	 and	Whitlock	(2010)	 also	 argue	 that	 queer	 pedagogies	 are	 a	 particular	 way	 to	 challenge	dominant	discourses	by	empowering	marginalized	groups.	For	 instance,	 Sears	(1999)	 presents	 a	 framework	 to	 understand	 queer	 teaching	 as	 a	 pedagogical	tool	to	challenge	gender,	sexual	and	sexualities	discourses	in	schools.	




settings	 based	 on	 queer	 theoretical	 framework	 approaches:	 (1)	 structural	resistance	 where	 the	 way	 education	 is	 constructed	 has	 to	 be	 challenged,	 for	example,	 in	curriculum	design;	 (2)	pedagogical	 resistance	where	sexuality	has	to	be	understood	as	an	 individual	nature	and	 force	 that	needs	 to	be	explored,	challenged	and	recognized;	and	(3)	physical	resistance	where	teachers	have	to	understand	 and	 explore	 their	 own	 perceptions	 and	 experiences	 of	 sexualities	and	gender.			 Queer	 pedagogies	 refer	 to	 the	 experiences	 of	 lesbian,	 gay,	 bisexual,	transgender	and	other	sexualities	in	society,	which	is	culturally	grounded	in	the	construction	 of	 sexual	 identity	 as	 a	 social	 performance	 that	 unmasks	 the	hegemonic	 heterosexual	 society,	 in	 this	 case	 heteronormative	 school	 spaces.	Youdell	(2010)	considers	these	democratic	pedagogical	practices	with	queering	education,	in	the	way	that	power	and	resistance	is	used	as	praxis	to	constitute	discourses	on	sexualities	in	the	educational	setting.	Queer	pedagogy	also	builds	critical	categories	in	the	sexual	minority	communities	and	beyond	to	create	and	build	 a	 positive	 culture	 for	 the	 LGBT	 community.	 Up	 to	 now,	 studies	 have	considered	queer	teaching	as	a	dialogue	between	sexual	diversity	and	schooling	where	 queering	 is	 not	 designed	 to	 impose	 LGBT	 issues	 but	 to	 help	 teachers	discover	 a	 new	 way	 to	 embrace	 sexual	 diversity	 clichés	 such	 as	 gender	stereotypes	or	homophobic	bullying	(Cullen,	2009;	Letts	&	Sears,	1999;	Kjaran	&	 Jóhannesson,	 2015).	 Lastly,	 queering	 education	 has	 been	 related	 to	 spaces	and	 the	 inclusion	 of	 norm-critical	 pedagogies;	 for	 instance,	 these	 spaces	recapture	 where	 identity	 formation	 occurs	 through	 social	 and	 psychological	interaction	between	individuals	in	a	school	setting	(Vavrus,	2009).		













The	chapter	is	divided	into	four	sections.	The	first	section	describes	the	main	methodological	approaches:	interpretative	phenomenological	analysis	and	thematic	 analysis.	 These	 two	 different	 methodological	 approaches	 to	 the	collection	 and	 analysis	 of	 the	 data	 are	 framed	 by	 feminist	 and	 queer	epistemological	 and	 ontological	 perspectives.	 In	 the	 second	 section,	 the	research	design	adopts	a	mixed	methods	approach,	starting	with	an	overview	of	previous	research	on	sexual	diversity	 in	 the	educational	context,	and	 followed	by	the	design	of	the	online	questionnaire	and	the	interviews.	The	third	section	presents	the	research	sample	and	ethical	considerations.	The	pilot	study	is	also	presented.	The	final	section	discusses	the	research	design	involved	in	working	with	trainee	teachers,	an	introduction	to	the	trainee	teachers	who	took	part	in	the	study	and	the	limitations	of	the	study.	
3.1	Interpretative	phenomenological	analysis	and	thematic	analysis	




































study’s	data.	 	As	mentioned	by	Braun	and	Clarke	(2006),	thematic	analysis	is	a	"method	 for	 identifying,	 analysing	 and	 reporting	 patterns	 (themes)	 within	data…and	 frequently	 goes	 further	 than	 this"	 (p.	 79).	 Thematic	 analysis	 was	therefore	used	 to	provide	 the	 coding	description	and	 further	 to	 construct	and	identify	 emerging	 themes	 in	 the	 organization	 of	 the	 study,	 and	 moreover,	constructed	and	identified	emerging	codes	and	dimensions	that	might	vary	but	could	also	be	included	in	the	study	framework.		 Thematic	analysis	was	implemented	in	this	study	into	two	ways:	for	the	semi-structured	interview’s	analysis	and	interpretation	in	conjunction	with	the	IPA,	and	in	the	analysis	and	interpretation	of	documents	and	text	related	to	the	review	of	literature	and	the	construction	of	the	questionnaire.	These	documents	are	evolving	continuously	and	it	was	vital	to	understand	the	vision	and	scope	of	them	 in	 the	 transformative	 process	 of	 the	 LGBT	 community	 within	 society,	particularly	in	the	educational	context.	Braun	and	Clarke	(2006)	define	thematic	analysis:	 	Thematic	analysis	can	be	an	essentialist	or	realist	method,	which	reports	experiences,	 meaning	 and	 the	 reality	 of	 participants,	 or	 it	 can	 be	 a	constructionist	 method,	 which	 examines	 the	 ways	 in	 which	 events,	realities,	meanings,	 experiences	 and	 so	 on	 are	 the	 effects	 of	 a	 range	 of	discourses	operating	within	society	(Braun	and	Clarke,	2008,	p.81).	




Clarke’s	(2006)	approach	was	created	to	follow	the	methodology	design.	In	this	respect,	 to	 refer	 to	 the	data	 collected,	 the	 first	 designations	named	were	data	












(3)	The	 third	stage	was	 the	phase	of	 “define	and	refine”,	or	 the	definition	and	conceptualization	of	the	themes.	(4)	The	last	phase	was	to	produce	the	analysis	and	 to	 combine	 with	 the	 theory	 in	 the	 case	 of	 the	 documentary	 analysis.		Following	these	stages	allowed	flexibility	and	a	rigorous	process,	which	in	turn	enabled	a	"thick	description	and	interpretation”	of	the	data	and	the	generation	of	emerging	concepts	(Braun&	Clarke,	2006,	p.287-93).	The	outcomes	of	these	encoding	process	were	also	related	to	the	epistemological	framework	of	gender	and	sexualities	as	social	construction	and	performance	identities.		





































different	 geographical	 parts	 of	 UK	 and	 had	 to	 take	 into	 account	 that	many	 of	them	were	on	internships	in	primary	schools.		
Development	of	the	questionnaire			For	 the	 initial	 research,	 it	 was	 essential	 to	 review	 previous	 studies	 of	 sexual	diversity	 in	 the	educational	 context	 (Baker,	1980;	Fishes,	1982;	Sears,	1989	&	1992	 cited	 by	 Page	 and	 Liston,	 2002).	 Generally,	 these	 studies	 used	questionnaires	 in	 order	 to	 measure	 attitudes	 towards	 homosexuality	 or	homophobia	 in	 the	 school	 context.	 Secondly,	 how	 experiences	 of	 the	 LGBT	community	 in	 the	 school	 context	 were	 collected;	 these	 measurements	considered	 the	 cognitive,	 affective,	 and	 behavioural	 components	 of	 attitudes	towards	the	LGBT	community	and	homophobia	developed	in	a	specific	social	or	cultural	context.			 To	date,	various	questionnaires	have	been	developed	and	introduced	to	measure	 attitudes	 towards	 lesbian	 and	gay	men	or	homophobia:	 the	Attitudes	
Towards	Lesbian	and	Gay	Men	Scale	(ATLG-S)	developed	by	Herek	(1984;	1988);	




instruments	 for	 pre-conceptualization	mentioned	 earlier,	 written	 criteria	 and	orientation,	 the	 Attitudes	 Towards	 Lesbian	 and	 Gay	 Men	 Scale	 (ATLG-S)	developed	by	Herek	(1984)	and	 the	Homophobia	Scale	 (HS)	by	Wright,	Adams	and	Bernat,	(1999).	 	The	second	criteria	was	the	exploration	of	 the	awareness	and	perceptions	of	trainee	teacher	on	sexual	diversity	created	in	this	study	was	by	adapting	educational	dimensions	 from	previous	studies	on	queer	pedagogy	practices	at	schools	(Gerouki,	2010;	Atkinson	&	DePalma,	2008;	Atkinson,	2002;	Sears,	 1999;	 Mathison,	 1998)	 (see	 Chapter	 Two);	 and	 from	 Sears’s	 (1999)	queerly	elementary	propositions:	(1)	diversity	as	human	identity,	(2)	sexualities	as	essential	constructions,	 (3)	heteronormativity,	 (4)	childhood	and	 innocence	and	(5)	diverse	families	(1995,	p.	5-12).	The	following	illustrate	the	sections	of	the	questionnaire:		 i. Information	sheet	and	consent	 form.	This	section	informs	trainee	teachers	about	the	aim	of	the	research.	Also,	it	informs	them	that	the	research	project	has	received	ethics	clearance	through	the	Research	Ethics	Procedures	of	the	Department	of	Education	at	the	University	of	York.		ii. Background	 information.	 For	 the	 background	 information,	 three	general	 questions	 were	 asked:	 year	 of	 study,	 gender	 and	 religious	affiliation.		Although	more	questions	were	considered	for	background	information	 during	 the	 research	 design,	 ethical	 issues	 such	 as	confidentiality,	 anonymity	 and	 particularly	 the	 sensitivity	 and	receptivity	of	the	topic	also	needed	to	be	taken	into	account.			 iii. Awareness	 and	 Perceptions	 of	 Sexual	 Diversity	 in	 Primary	




rating	 scale	 the	 extent	 of	 their	 agreement	 with	 the	 different	statements:	 strongly	 agree,	 agree,	 unsure,	 disagree	 and	 strongly	disagree	(see	Appendix	1).		 iv. Additional	 information.	 I	 included	 a	 final	 question	 about	participating	in	the	second	stage	of	the	study;	trainee	teachers	were	asked	to	give	their	personal	email	if	they	would	like	to	participate	in	the	interview	process.		General	information	about	the	study	was	also	included	here.			 Questions	 were	 grounded	 on	 heteronormativity	 and	 queer	 theory	approaches.	One	example	of	this	questionnaire	design	is	the	following	discussed	by	 Sears:	 “as	 cultural	 cops	 of	 the	 ancient	 regime,	 elementary	 teachers	unmindfully	 enforce	 ‘compulsory	 heterosexuality’	 through	 stories	 of	 nuclear	animal	 families	and	questions	about	mommies	or	daddies”	 (1999,	p.	11).	This	statement	implied	the	dimension	of	same-sex	family	and	the	inclusion	of	same-sex	 families	 in	 the	 classroom	 activities.	 For	 instance,	 in	 the	 questionnaire	 the	trainee	 teacher	 is	 asked	 to	 agree	 or	 disagree	 with	 the	 following	 statement:	 I	
think	 teachers	 should	 consider	 gay	 or	 lesbian	 families	 when	 they	 celebrate	








this	one,	which	seeks	to	explore	these	perceptions,	was	appropriate	for	trainees’	narratives	 that	 allowed	 a	 deep	 understanding	 of	 the	 phenomenon	 of	 sexual	minorities	 in	 the	 educational	 context	 of	 primary	 schools.	 This	 deep	 approach	was	 considered	 by	 Wengraf	 (2001),	 who	 argued	 that	 realities	 could	 be	misleading	 in	 “surface	 appearances”	 and	 even	 if	 some	 information	 provides	 a	very	straight	forward	answer,	its	meaning	truly	is	really	more	complex	(p.	6).	As	Fontana	 and	 Frey	 (2005)	 argue	 “interviewing	 is	 inextricably	 and	 unavoidably	historically,	 politically,	 and	 contextually	 bound“	 (p.695).	 Thus,	 a	 semi-structured	 interview	 has	 to	 be	 specifically	 designed	 and	 needs	 as	 much	preparation	 before,	 during	 and	 after	 the	 session.	 When	 conducting	 semi-structured	 interviews	 I	 had	 a	 number	 of	 pre-set	 questions	 as	 necessary;	nonetheless,	 these	 questions	 were	 intended	 to	 be	 fairly	 open	 to	 allow	me	 to	develop	particular	questions	associated	with	answers	during	the	interviews	and	with	 the	 aim	of	 the	 study.	Usually,	 I	 used	 a	 percentage	 of	 prepared	questions	and	 I	 carefully	 constructed	 the	 new	 questions	 in	 the	 interview	 process,	considering	 the	 theoretical	 framework,	 literature	 review	 and	 the	 aim	 of	 the	study.	 As	 Wengraf	 (2001)	 argues,	 the	 more	 creative	 the	 researcher	 and	 the	participant	 were	 in	 the	 semi-structured	 interviews,	 the	 greater	 the	improvement	of	 final	 conditions	of	 the	analysis	 and	 the	 interpretation	of	data	(p.5).	 Two	 types	 of	 semi-structured	 interviews	were	 conducted	 in	 this	 study:	face-to-face	and	online.			








For	 the	 transcribing	 process	 of	 the	 interview,	 the	 procedure	 observed	 by	Wengraf	 (2001)	 "transcribing	 to	 stimulate	 memories	 and	 produce	 memos"	allowed	the	creation	of	new	notes	prompted	by	the	memories	of	the	interview.	In	 addition,	 these	 memories	 provoked	 thoughts	 of	 different	 experiences	 and	allowed	 the	 construction	 of	 memos	 on	 specific	 themes	 initiated	 within	 the	conversation	(p.	208-30).	The	analysis	and	interpretation	of	the	data	was	based	partially	on	the	theoretical	framework,	taking	into	account	the	structure	of	the	interview	 (sexual	 diversity	 dimensions	 in	 the	 primary	 school	 context),	 the	narrative	episodes	and	descriptions	and/or	arguments	of	 the	 trainee	 teachers	about	sexual	minorities	and	the	educational	context.		




(2008)	note	that	their	celebrated	project	No	Outsiders,	on	primary	schools	and	sexual	 diversity,	was	named	 after	Archbishop	Desmond	Tutu’s	 statement	 that	“everyone	is	an	insider,	there	are	no	outsiders,	whatever	their	beliefs,	whatever	their	 colour,	 gender	 or	 sexuality”	 (DePalma	 &	 Atkinson,	 2008,	 p.	 vii).	 In	 this	sense,	 DePalma	 and	 Atkinson	 (2008)	 argue	 that	 whatever	 the	 difference,	everybody	is	part	of	society;	thus,	everyone	has	to	be	included	and	for	that	there	should	not	exist	no	outsiders	in	primary	schools.	
	 Sears	(1992,	1989),	Fisher	(1982)	and	Baker	(1980),	cited	by	Page	and	Liston	 (2002),	argue	 that	 trainee	 teachers	were	more	 likely	 to	be	classified	as	homophobic	 than	 their	 peers	 at	 university.	 Although	 these	 studies	were	done	two	decades	ago,	it	reflects	the	ways	the	trainee	teacher’	population	holds	more	negative	 attitudes	 towards	 homosexuality.	 This	 could	 be	 understood	 by	 how	traditional	education	systems	have	seen	sexualities	in	childhood	as	offensive	or	related	 to	 sexual	 intercourse	 (Curran	 et	 al.,	 2009).	 In	 the	 last	 decade,	 new	educational	guidelines	towards	bullying	and	homophobia	have	allowed	teachers	and	 educators	 to	 play	 a	 significant	 role	 in	 the	 sexual	 diversity	 community	(DePalma	&	Atkinson,	2009).			Therefore,	 these	 responses	 on	 addressing	 sexual	 diversity	 in	 the	curricula	 create	 a	 “positive	 seating”	 for	 sexual	 minority	 youth	 in	 the	 school	context	 (Mudrey	 &	 Adams,	 2006,	 p.65).	 DePalma	 and	 Atkinson’s	 (2009)	exploration	of	teachers’	perceptions	of	the	LGBT	community	and	schools’	praxis	creates	new	questions.	For	example,		“how	can	sexual	orientation	be	addressed	for	 children	 in	 ways	 that	 are	 relevant	 to	 their	 experience	 and	 growing	understanding	 of	 personal	 identity,	 love	 and	 family	 diversity?”	 (DePalma	 &	Atkinson,	2009,	p.	ix).	In	this	sense,	the	questionnaire	and	the	interviews	were	constructed	to	explore	these	overarching	questions.		








described	as	sequential,	the	data	collection	and	analysis	were	done	at	different	times	during	 the	 research.	 This	 final	 process	 enriched	 the	data	 collection	 and	analysis.				3.3.1	Ethical	considerations		




others,	 and	 no	 quotations	 were	 attributed	 directly	 to	 their	 source	 so	 that	individuals	 could	 be	 identified.	 The	 data	will	 be	 destroyed	 securely	 after	 five	years,	once	the	findings	of	the	study	are	written	up.		3.3.2	Trustworthiness	and	authenticity	




research	 influence	 in	 the	data	and	analysis	and	discussion	has	been	done	 in	a	ethical	way	(p.	390-393).		In	 order	 to	 ensure	 authenticity,	 Lincoln	 and	 Guba	 (cited	 by	 Bryman,	2012)	 highlight	 points	 for	 these	 criteria.	 The	 (1)	 fairness	 of	 the	 research	 in	which	 the	 different	 points	 of	 view	 of	 the	 participants	 are	 expressed;	 (2)	 the	
ontological	authenticity	 that	raise	the	concerns	of	better	understandings	of	the	social	 complexity	 around	 sexual	 diversity	 in	 primary	 schools;	 (3)	 the	
authenticity	 of	 the	 primary	 schools	 experiences	 on	 gender	 and	 sexualities	brought	 to	 it	 by	 the	 trainee	 teachers;	 and	 (4)	 the	 catalytic	 and	 tactical	





















and	authenticity	of	the	research	by	recommended	indicators	of	inferences	in	the	process	 of	 qualitative	 research	 (see	 Table	 3).	 Overall,	 characteristics	 such	 as	foundation	 (epistemology	 and	 ontology)	 and	 the	 approach	 (methodology	 and	methods)	are	related	to	the	authenticity	of	 the	research.	The	use	of	queer	and	feminist	theory	and	phenomenological	analysis	illustrates	the	characteristics	of	this	study	that	were	considered	and	advocate	transparency	as	an	“indicator	of	quality”	(Bryman	cited	by	Tashakkori	&	Teddlie,	2008,	p.	108).	These	inferences	are	represented	as	quality	criteria	that	allow	me	to	advocate	a	better	strategy	of	mixed	methods	 and	 being	 consistent	 to	 generate	 integrative	 and	 trustworthy	data	(see	Table	3).			








that	the	questionnaire	and	the	semi-structured	interview	were	understood	and	adequate	for	the	trainee	teachers,	and	finally,	to	ensure	the	research	questions	were	 covered.	 The	 pilot	 study	 took	 place	 between	 January	 and	 July	 2013.	Thirty-three	 universities	 were	 contacted	 via	 email	 for	 this	 pilot	 study.	 Six	universities	 agreed	 to	participate,	 representing	 a	 response	 rate	 of	 18%	of	 the	sample.	 	 For	 the	 data	 collection,	 each	 university	was	 provided	with	 an	 online	questionnaire.	The	universities	were	coded	for	anonymity	in	order	to	conform	with	the	ethical	procedures.		Trainee	 teachers	 were	 contacted	 via	 email,	 by	 their	 programme	coordinators	or	 equivalent,	 and	 invited	 to	participate	 in	 the	 study.	The	online	questionnaire	 contained	 22	 items	 in	 total;	 the	 respondents	 indicated	 their	awareness	about	sexual	diversity	in	primary	schools	(see	Appendix	1).	A	second	stage	 of	 the	 pilot	 study	 involved	 an	 interview.	 In	 the	 last	 stage	 of	 the	questionnaire,	trainee	teachers	were	asked	to	volunteer	for	an	online	interview.	If	they	decided	to	participate,	an	interview	was	scheduled	in	an	online	platform	such	 as	 Skype	 or	 +Hangout.	 For	 the	 data	 collection,	 codes	were	 employed	 to	ensure	that	the	universities	and	the	trainee	teachers	were	not	identifiable.	Some	individuals	were	excluded	from	the	study	on	the	basis	of	unfinished	or	repeated	questionnaires;	 this	 avoided	 duplication	 or	 unreliable	 answers.	 Regarding	 the	pilot	study,	no	changes	were	made	to	the	data	collection	instruments.	The	pilot	study	 met	 the	 objective	 of	 identifying	 opportunities	 and	 limitations	 in	 the	research	design,	methodologies	and	instruments	for	data	collection.		
3.4	Doing	research	with	trainee	teachers	






























of	 trainee	 teachers	 in	 the	 UK	 while	 still	 giving	 them	 a	 safe	 space	 to	 express	themselves	without	any	distress.			






















sexual	 issues	 but	 as	 one	 trainee	 teacher	 told	 me	 in	 the	 interview,	 is	 a	 “very	subtle,	very	invisible”	sense	around	gender	and	sexualities	in	school	spaces	and	sometimes	we	do	not	know	what	is	happening	around	it.	After	the	presentation,	some	 trainee	 teachers	 introduced	 themselves	 to	me	 to	 volunteer	 for	 the	 task.	Like	others	in	my	study,	they	were	questioning	the	teaching	of	sexual	diversity	in	 schools	 and	 they	 were	 looking	 for	 an	 opportunity	 to	 express	 their	experiences	and	concerns.		 One	of	the	first	questions	that	I	was	asked	about	my	research	is	why	it	is	important	 to	 talk	 about	 sexual	 diversity	 in	 primary	 schools	 and	 why	 I	 was	interested	 in	 studying	 the	 experiences	 of	 trainee	 teachers.	 As	 the	 educational	officers	 interviewed,	 explained	 there	 are	 different	 reasons	 to	 acknowledge	sexual	 diversity	 in	 primary	 schools.	 For	 instance,	 the	 visibility	 of	 lesbian,	 gay	and	 bisexual	 people	 in	 our	 society	 today,	 the	 new	 family	 relationships	 that	might	 we	 encounter	 in	 our	 everyday	 lives	 and	 all	 the	 other	 possibilities	 of	diversity	 that	 are	 part	 of	 us	 as	 a	 society.	 Thus,	 my	 specific	 interest	 in	 doing	interviews	with	 educational	 officers	was	 to	 represent	 those	who	 are	working	with	 trainee	 teachers	and	have	a	practical	experience	of	what	 is	happening	 in	training	 scenarios,	 and	 to	have	a	 contrast	with	 the	 trainees’	 experiences.	 	The	officers	put	emphasis	on	the	importance	of	legislative	frameworks	for	teachers	and	schools,	in	order	to	achieve	better	ways	to	tackle	homophobia	and	bullying.	Asked	why	teachers	do	not	address	these	sexual	diversity	in	school	classrooms	topics,	 they	gave	different	responses:	because	they	need	training,	they	need	to	understand	why	it	is	important	and	to	know	how	to	deliver	this	information.	As	James,	an	educational	officer,	said:		
Some	 trainee	 teachers	 don’t	 understand	 why	 it’s	 relevant	 to	 them,	 they	
don’t	understand	why	they	should	be	talking	to	children	of	five	or	six	about	
gay	issues,	and	they	don’t	know	how	to,	and	they	don’t	always	realize	that	
actually	 when	 you’re	 talking	 about	 different	 families,	 and	 all	 primary	











































cultural	 expectations	 of	 trainee	 teachers	 influence	 the	 way	 they	 perceived	primary	school	children’s’	gender	and	sexualities	 in	 the	school	classrooms	are	discussed.	 These	 dynamics	 related	 to	 gender	 (sex)	 stereotypes	 and	heteronormativity	in	the	primary	school	are	illustrated	through	the	analyses.			 The	trainee	teachers’	interviews	illustrate	how	gender	(sex)	stereotypes	in	 primary	 schools	 are	 perceived	 and	 constructed	 by	 and	 within	 the	 school	social	environment.	The	third	and	final	section	discusses	how	trainees	perceive	pupils’	gender	non-conforming	performances	in	the	classroom	and	how	school	practices	might	 reinforce	 stereotypes	 in	 the	 schools.	 It	 explores	 how	 trainees	perceive	 challenging	 practices	 of	 gender	 (sex)	 stereotype	 and	 expectations	through	 arguments	 about	 non-gendered	 practices	 in	 the	 school,	 later	 seen	 as	‘queering	 the	 primary	 school	 classroom’,	 (see	 Chapter	 7,	 section	 7.3).	 Thus,	these	 hegemonic	 binary	 gender	 expectations	 and	 behaviours,	 dichotomy	 of	masculinity	and	 femininity	as	performed	 in	 the	primary	 classroom	have	 to	be	seen	as	gender	performances	that	interact	with	social	class,	sexuality,	race	and	other	identities	such	as	religion	(Reay,	2006).	Nonetheless,	this	study	is	limited	to	exploring	gender	as	a	solo	identity	and	expression	that	is	overall	perceived	by	the	trainee	teachers	(see	Chapter	Three,	section	3.4).			
4.1	“Very	subtle,	very	invisible”:	trainee	teachers	and	the	awareness	of	



















Peter,	an	educational	officer,	elaborates	that	primary	school	children	are	subjected	 to	 gender	 stereotypes	 and	pressures	 from	 social	 and	 cultural	 ideals	that	 are	 around	 them	 in	 different	 social	 and	 cultural	 spaces	 such	 as	 primary	schools.	 And	 those	 children	 that	 might	 or	 who	 do	 perform	 non-gender	conforming	 performances,	 are	 isolated	 in	 school	 spaces	 where	 pressure	 is	‘invisible	 to	 us’	 as	 an	 educators.	 This	 isolation	 is	 attributed	 to	 the	 lack	 of	acknowledgment	 of	 gender	 and	 sexual	 diversity	 in	 educational	 institutions	(Curran,	 2002).	Also	 some	 trainee	 teachers	 perceive	 children	 as	 innocent	 and	non-sexual	individuals	and	this	perception	can	undermine	gender	stereotyping	in	 the	 school	 context.	 Nonetheless,	 previous	 studies	 have	 considered	 that	children	may	 be	 gendered	 and	 sexualized	 in	 their	 social	 and	 cultural	 context	(Curran,	2002;	DePalma	&	Atkinson,	2009;	Renold,	2002).			 Therefore,	 this	 ‘pink	 and	 blue’	 statement	 reflects,	 and	 might	 have	 an	impact	 on,	 how	 trainees	 may	 perceive	 gender	 stereotypes	 in	 primary	 school	children.	For	example,	a	toy	that	might	be	symbolically	masculine	could	change	its	gendered	position	to	regulate	a	new	conception	of	what	is	masculine.	In	this	sense,	 from	 a	 pedagogical	 perspective	 Piaget	 (1999)	 highlights	 how	 children	imitate	 and	 acquire	 symbolic	 interactionism	 through	 their	 social	 spaces:	“imitation	becomes	the	instrument	for	the	acquisition	of	an	indefinite	number	of	collective	signifiers	which	in	their	turn	give	rise	to	a	whole	series	of	socialised	representations”	(p.280).	Following	this	description	by	Piaget	where	there	is	a	connection	 between	 ‘signifiers’	 and	 ‘signified’,	Maya,	 a	 trainee	 teacher,	 points	out	her	awareness	of	‘gender	expectations’	in	the	school	context:		
I'm	with	very	small	children	at	the	moment,	never	ceases	to	amaze	me,	you	
know	this	sort	of	migration	that	there	 is	at	such	a	young	child	towards	a	
particular	 kind	 of	 toy.	 I	 find	 it	 extraordinary,	 perhaps	 to	 boys	 and	 that	




something	 that	 is	 considered	 as	 a	 cultural	 ‘norm’	 (Cherney	&	 London,	 2006).	Likewise,	 she	 implies	 how	 children	 are	 into	 “this	 sort	 of	 migration”.	 Maya’s	narrative	 suggests	 that	 some	boys	move	 from	non-gender	 toys	 to	wheels	 and	cars	without	any	external	pressures	or	influences.	As	discussed	in	Chapter	One,	Butler	(2004)	suggests	that	gender	is	not	what	it	‘is’	or	what	it	‘has’;	“gender	has	to	 be	 seen	 as	part	 of	 this	 normative	matrix	where	 the	notion	of	masculinities	and	femininities	coexist	along	the	deconstruction	of	themselves”	(p.44).	Butler	suggests	the	importance	of	the	binary	of	gender	and	its	normalization	not	as	a	form	of	power	but	as	a	way	to	‘regulate’	and	give	a	new	shape	to	a	reconstituted	norm.			4.1.1	“The	boy	who	once	dressed	up	as	a	princess”				In	 the	 interviews,	 James,	 an	 educational	 officer,	 explained	 that	 he	 had	 been	 a	boy	 who	 liked	 to	 play	 with	 cars	 and	 boyish	 toys.	 He	 implied	 that	 he	 was	perceived	 as	 a	 ‘gender	 conforming’	 boy	 in	 his	 primary	 school.	 Nonetheless,	nowadays	he	identifies	as	a	gay	man	and	he	mentioned,	too,	that	he	realised	he	was	gay	in	his	early	twenties.	It	can	be	inferred	that	James	was	being	reflective	about	 the	 concept	 of	 gender	 and	 sexuality	 in	 his	 childhood.	 James’s	 thoughts	imply	 that	gender	and	sexuality	 identities	and	expressions	are	not	 temporary,	are	 not	 binary,	 and	 are	 not	 limited	 to	 social	 and	 cultural	 expectations.	 James	also	 notes,	 in	 his	 narrative,	 that	 there	 are	 different	 non-gender	 conforming	children	and	young	stories	that	can	be	different	to	his	story.	It	also	seems	that	children	 (pupils)	 and	adults	 (trainee	 teachers)	may	perceive	gender	 identities	and	expression	in	completely	different	ways.	In	the	following	quotation,	 James	explains	 that	 the	 assumptions	 made	 by	 trainee	 teachers	 about	 gender	 and	sexuality	may	be	based	on	social	and	cultural	gender	expectations:		


























association.	For	example,	gender	non-conforming	children	in	schools	are	part	of	a	 homophobic	 bullying	 issue	 that	 deal	 with	 a	 variety	 of	 pupils’	 gender	 and	sexualities	narratives:		
Often	 homophobic	 bullying	 in	 primary	 schools	 particularly	 won't	 be	
because	 of	 someone's	 sexual	 orientation,	 or	 even	 if	 we	 see	 sexual	
orientation,	 it'd	 be	 because	 they	 are	 just	 acting	 differently	 in	 some	
way…some	of	the	classical	examples	would	be,	you	know,	a	boy	who	doesn't	




diverse	 definitions	 and	 understandings;	 nonetheless,	 there	 is	 “no	 simple	definition	 of	 gender”	 (p.184).	 The	 relation	 between	 male/female	 and	femininity/masculinity	 in	 the	 school	 context	 perpetuates	 the	 construction	 of	gender	 from	 the	 binary	 framework.	 Thus,	 the	 theoretical	 perspectives	 that	endorse	 these	 frameworks	 have	 to	 be	 reconsidered.	 In	 the	 interviews,	 these	non-conforming	behaviours	and	how	teachers	perceive	themselves	with	a	 lack	of	 preparation	 and	 fears	 in	 respect	 of	 children’s	 non-conforming	 gender	 (see	Chapter	 Seven)	 are	discussed.	As	discussed	by	DePalma	and	Atkinson	 (2006),	primary	school	children	“experience	sexual	response	 in	 infancy,	and	engage	in	sexual	play	in	early	childhood”	(p.	340).			 Hence,	 trainee	 teachers	 are	 aware	 of	 children’s	 non-conforming	behaviours	between	them	and	their	classmates.	As	Gottschalk	(2003)	remarks,	gender	non-conformity	is	mostly	associated	with	same-sex	sexuality;	then,	it	is	spoken	 about	 in	 connection	 with	 identity	 formation	 of	 homosexuality	 (often	identity	narratives	of	gay	men).	Trainee	teachers	mostly	see	this	understanding	of	non-conforming	from	the	boy’s	perspective;	girls	in	some	ways	are	invisible	in	 this	 non-conformity	 behaviour.	 For	 example,	 being	 a	 tomboy	 could	 just	 be	seen	 as	 a	 way	 to	 escape	 the	 heterosexualised	matrix	 in	 primary	 schools	 (i.e.	playing	football)	(Renold,	2006;	Renold,	2007).	In	this	this	sense,	girls	are	able	to	bend	gender	expectations	even	when	they	resist	gender	binary	expectations.	As	Reay	(2001)	argues,	“performing	gender	is	not	straightforward;	rather,	 it	 is	confusing”;	paradoxically,	“there	is	evidence	of	hegemonic	masculinity”	(p.163)	in	the	school	spaces.	As	seen	in	this	section,	the	trainees’	arguments	on	gender	stereotypes	are	based	on	boys’	gender	non-conforming	experiences	 leading	 to	moral	panic	and	homophobia	in	schools	(see	Chapter	Five).		
4.2	“Girls’	football	teams	and	boys’	poetry	quests”:	trainee	teachers	and	
the	perceptions	of	gender	stereotypes	










the	gender	perspectives	on	 the	children,	 you	know,	buy	blue	 for	boys	and	
pink	 for	 girls,	 where’s	 a	 thing	 about	 that	 I	 don’t	 think	 there’d	 be	 much	
difference	possibly.	Hannah/BA	Primary	Education	
	
It's	 nice	 the	 school	 am	 in,	 I'm	 in	 a	 […]	 school	 and	 it’s	 […]	 but	 it's	 big	 on	
sports	and	that	comes	across	really	well	with	the	girls.	You	know,	they	are	
all	out	playing	football	with	the	boys.	Eva	/PGCE	








primary	school.	Therefore,	non-conforming	gender	behaviour	performances	are	seen	as	moral	panic	situations	and	perceived	as	problematic	by	teachers	in	the	way	gender	performances	have	been	practiced	in	schools.			 In	the	online	questionnaire,	a	second	enquiry	(Q.9)	on	the	binary	female	and	male	 sex	 and	 gender	 expectations	 asked	 trainee	 teachers	 if	 they	 thought	that	girls	were	more	academic	 than	boys	and	 if	boys	were	 sportier	 than	girls.	Research	 in	 primary	 schools	 about	 gender	 expectations	 and	 learning	performance,	boys	vs.	girls’	achievements,	points	out	that	boys	typically	under-achieve	in	relation	to	girls	(Skelton,	2006).		As	discussed	in	Chapter	One,	Skelton	(2006)	implies	that	“what	is	implicit	 in	sex-difference	approaches	is	that	there	are	 fundamental	 biological	 and/or	 cognitive	 and/or	 emotional	 differences	between	boys	and	girls”	(p.	140).	 In	the	questionnaire,	around	eighty	per	cent	(82.9%)	disagreed	with	 the	statement	 that	girls	are	more	academic	 than	boys	and	boys	are	sportier	 than	girls;	 less	 that	 ten	percentage	agreed	 that	girls	are	more	academic	and	boys	sportier	(see	Table	8).			












the	 classroom	 where	 educators	 try	 to	 balance	 these	 gender	 learning	 and	performance	 differences.	 In	 this	 sense,	 trainee	 teachers	 perceive	 they	 can	challenge	 pupils’	 school	 performance	 based	 on	 gender.	 Nonetheless,	 they	 are	aware	of	pupils’	gender	differences	such	as	what	it	means	to	be	a	boy	or	a	girl	(see	 section	 4.1).	 In	 contrast	 to	 these	 discourses	 of	 equity	 in	 the	 learning	performances	and	gender	acts,	some	trainee	teachers	in	the	interviews	showed	their	 concern	 about	 these	 gender	 differences.	 As	 showed	 before,	 in	 the	questionnaire	almost	ten	percentages	of	trainees	were	unsure	(9.1%)	or	agreed	(8%)	that	girls	are	more	academic	than	boys	and	boys	are	sportier.	There	is	an	argument	 among	 trainees	 about	 how	 girls	 and	 boys	 learn	 and	 behave	 in	 the	classroom	and	 in	 the	playground.	 In	 this	sense,	Lucy,	a	 trainee	 teacher,	makes	reference	to	these	boy	and	girl	behaviours:		
Boys	 are	 often	 more	 rambunctious	 and	 loud,	 and	 girls	 more	 often	 are	
quieter	and	want	to	please.	 	However,	these	are	not	necessarily	true	in	all	








obfuscates	 the	 threat	 of	 nonmasculine	 boys	 to	 the	 social	 ordering	 of	 gender”	(p.228).	In	this	analysis	how	teachers	and	trainees	encounter	these	behaviours	is	discussed;	and	whether	 they	consider	 these	behaviours	as	a	way	to	 identity	expression	 or/and	 assumes	 there	 are	 “same-sex	 attracted”	 children	 (Ollis,	2009).	In	the	interviews,	Joshua,	a	trainee	teacher,	illustrates	that	categorising	a	pupil	 who	 is	 attracted	 to	 a	 same-sex	 peer	 might	 be	 ‘hard	 to	 recognise’.	Nonetheless,	 he	 makes	 a	 difference	 between	 being	 a	 ‘feminine	 boy’	 and	 a	‘masculine	 girl’;	 in	 this	 sense,	 he	 separates	 gender	 performance	 with	 sexual	identity:		
I	 think	 it's	 definitely	harder	 to,	 to	 recognise,	 gay	 females,	 but	 I	 think	 you	
would	just	kind	of,	if	they	were	typically,	if	they	...	they	are	acting	in	a	way	it	
was	 typically	 said	 gay	 for	 a	 female,	 I	 think	 you	 are	 pretty	 down	 being	 a	
tomboy	 at	 that	 age.	 I	 think	 that's	where	 the	 gender	 roles	 comes	 into	 be,	
whereas	a	young	boy	acting	typically	gay,	you	would,	they	would	say	"ohh,	














settings.	 Thus,	 some	 trainees	 argue	 that	 gender	 performances	 may	 be	temporary	and	 that	 this	performance	depends	of	 the	pupils’	backgrounds	and	the	school	settings.	Nonetheless,	for	the	interviews	it	could	be	inferred	that	the	way	trainee	teachers	perceive	gender	stereotype	and	expectations	might	affect	their	school	practices	around	heteronormative	discourses.	Then	trainees	should	reconsider	their	perceptions	of	gender	performances.		As	Butler	(2006)	argues,	gender	 is	 a	 social	 phenomenon	 where	 gender	 has	 to	 be	 rethought	 and	reconstructed	on	the	base	of	how	society	is	constituted.			 Hence,	 this	 reconstruction	 of	 gender	 is	 seen	 in	 schools	 as	 having	 girls	playing	 football	 and	 boys	 participating	 on	 poetry	 quests,	 and	 challenges	 to	gender	 stereotypes	 are	 perceived	 as	 concerns	 for	 schools	 and	 teachers.	 Then,	trainee	 teachers’	 school	practices,	 as	discussed	 in	 the	 literature	 review,	 are	 in	some	ways,	related	to	gender	identities	and	the	reproduction	of	social	roles.	For	example,	 Renold	 (2006)	 exposes	 the	 hegemonic	 heterosexual	 matrix	 in	 the	primary	school	discourses	where	gender	expectations	are	tied	to	heterosexual	discourses	and	gender	expectations	are	perpetuated.	Likewise,	 this	process	of	gender	 and	 sexuality	 identity	 formation	 is	 experienced	 in	 the	 external	environment	of	schools	and	families,	and	in	the	social	and	cultural	framework,	and	 “in	both	 it	 is	 complementary	and	antagonistic”	 (Arnot,	2002,	p.61).	These	representations	of	gender	(sex)	stereotype	and	the	pursuit	of	masculinities	and	femininities	and	sexualities	in	schools	are	simultaneously	related,	as	suggested	by	the	following	quotation:			
I	suppose	people,	homophobic	bullying	that	I've	seen	is	just	sort	of	picking	
guns	 for	 how	 they	 are,	 how	 they	 behave,	 you	 know,	 dress,	 walk,	 talk,	
however	 and	 so	 it's	 very	 verbal	 and	 even	 teachers,	 you	 know,	 I've	 seen	
teachers	call,	all	you	know,	 that	 ‘camp	 little	boy’	and	this	one	or	 this	out,	




lesbian,	gay,	bisexual	or	transgender	(children	identifying	themselves	as	part	of	this	sexual	diversity	community)	but	on	a	marginalization	for	being	‘ambiguous’	in	the	gender	binary	spectrum.	This	trainees’	perceptions	are	similar	to	Meyer’s	(2010)	discussion	of	“the	threat	of	being	perceived	as	a	‘sissy’	or	a	‘tomboy’	and	the	 resulting	 homophobic	 backlash	 limits	 the	 ways	 in	 which	 students	participate	 in	 school	 life”	 (p.106).	 This	Rosie	 extract	 illustrates	how	 there	 are	some	discourses	where	overheard	situations	where	teachers	marginalize	pupils,	because	of	their	non-conforming	behaviour	performances	in	school	spaces,	are	part	 of	 the	 everyday	 school	 day.	 This	 shows	 that	 schools	 are	 seen	 as	 a	heteronormativity	 space	 that	 perpetuates	 hegemonic	 heterosexualised	discourses	 (DePalma	 &	 Atkinson,	 2009).	 Thus,	 some	 trainee	 teachers	 might	present	 a	 resistance	 to	 children’s	 behaviours	 that	 are	 non-conforming	throughout	 homophobic	 and	 discriminatory	 discourses	 (Mills,	 2004).	 Thus,	trainee	 teachers’	 awareness	 of	 how	harmful	 the	using	of	 these	discriminatory	words	can	be	is	essential.	Reflecting	on	this	point,	Peter,	an	educational	officer,	says:		
We	 can’t	 make	 an	 assumption	 about	 a	 child’s	 behaviour	 and	 what	 they	
might	grow	up	to	be,	but	what	we	do	need	to	make	sure	schools	understand	




discussed	 in	 the	 last	 section,	 trainee	 teachers	perceive	 that	boys	are	 the	most	harassed	and	discriminated	against	based	on	the	way	they	behave;	for	example,	being	 ‘sissy’	 or	 ‘feminine’	 or	 if	 they	 act	 differently	 from	 their	 male	 peers	(Epstein,	1998;	Gerouki,	2010;	Jackson,	2006).			Thus,	 trainees’	narratives	 show	 that	heterosexist	hegemonic	discourses	of	power,	and	the	assumptions	about	being	masculine	and	feminine,	are	present	in	 the	 primary	 schools	 context.	 Butler	 (2004)	 discusses	 this	 idea	 and	 the	construction	of	being	masculine	and	feminine	in	her	discourse	of	what	gender	is	and	 how	 it	 is	 constructed	 from	 the	 normative	 matrix.	 In	 these	 trainees’	narratives,	 there	 is	a	perception	that	being	 ‘feminine’	and	being	a	 ‘boy’	do	not	comply	 with	 the	 normative	 matrix	 of	 binary	 gender.	 The	 trainee	 teachers’	enduring	 question	 is	 that	 these	 acts	 of	 harassment	 and	 homophobic	discrimination	might	be	based	on	gender	(sex)	stereotype.	Although,	there	is	a	perceptible	 relationship	 between	 these	 two	 concepts,	 as	 has	 been	mentioned	before,	gender	and	sexuality	are	distinct	concepts	that	are	interrelated.	Finally,	some	trainees	indicate	that	these	gender	expectations	norms	can	be	challenged	and	redefined.	





I	 think	absolutely.	 I	 think	that	a	child	should	be	made	to	 feel	 safe	so	 they	
can	do	that,	and	if	that's	what	he/she	honestly	feels	and	believes	then	yeah	










childhood	 innocence	 and	 social	 and	 cultural	 norms	 (Renold,	 2002;	 Robinson,	2008).	 In	 this	 respect,	 Alice	 highlights	 two	 things	 regarding	 the	 gendered	classroom.	 First,	 she	 says	 that	 there	 is	 a	 perception	 that	 teachers	 have	 the	power	 to	 reproduce	gender	 stereotypes	and	 that	 there	 is	 tendency	 to	do	 that.		And	secondly,	it	seems	that	trainees	are	aware	that	children	can	be	embodied	in	gender	social	roles	from	“quite	a	young	age”.	It	can	also	be	inferred	that	there	is	an	understanding	of	how	schools	may	perpetuate	gender	stereotypes	based	on	teachers’	 social	 and	 cultural	 backgrounds	 and	 expectations.	 In	 the	 following	quotation,	Rosie,	a	trainee	teacher,	refers,	too,	to	how	pupils	at	a	young	age	may	be	naïve	about	gender	roles	and	expectations:	
	
So	 at	 young	 age	 you	 are	 probably	 are	 more	 open	 to	 sort	 of	 look	 at	 the	
world	 in	different	 eyes	 than	an	adult	might	 to,	 so	 to	build	on	 their	 ideas,	
and	 you	 know	 and	 you	 look	 at	 a	 Year	 1	 class	 and,	 you	 know	 everybody	
plays	 with	 everybody,	 and	 as	 they	 get	 older,	 and	 obviously	 people	 are	
different,	you	are	not	gonna	like	everyone	and	for	various	reasons,	but	it	is	




effeminate’	 or	 ‘a	 bit	 sissy’.	 Trainees	 perceive	 these	 non-conforming	performances	and	it	seems	that	they	are	aware	of	these	narratives	where	those	categorical	words	embodied	the	hegemonic	masculinity	and	the	expectations	of	heteronormativity	in	primary	schools.	Thus,	trainee	teachers	discuss	how	they	can	challenge	gender	expectations	and	look	for	equality	on	gender	and	sexuality	issues	when	 it	 has	 been	 pointed	 out	 that	 some	 primary	 school	 children	 have	dominant	images	of	gender	stereotypes.	These	dominant	performances,	such	as	hypersexualized	toys,	make	pupils	aware	of	gender	identities	and	expressions	in	their	cultural	and	social	frameworks.	Nonetheless,	Maya,	a	trainee	teacher,	gives	an	 example	 of	 how	 some	 classroom	 activities	 could	 be	 seen	 as	 non-gendered	behaviours	and	could	challenge	these	dominant	gender	expectations:		
	
When	it	comes	to	something	like	junk	modelling,	the	girls	and	the	boys	they	
would	all	 junk	model	 they,	doesn’t	 seem	to	be	gender	specific,	you	can	do	
what	you	like	with	junk	modelling,	but	there	are	certain	blocks	and	bricks,	
and	 stuff	 ...	 that	 the	 boys	 play	 with	 and	 the	 girls	 are	 not	 interested	 in.	




As	 discussed	 in	 Chapter	 One,	 Reay	 (2006)	 pointed	 out	 that	 there	 is	 a	dominant	 discourse	 of	 a	 “masculinity”	 hierarchy	 for	 boys	 where	 trainees	perceive	that	girls’	expectations	might	be	different	from	boys’	expectations,	for	example	 ‘being	 sporty’.	 Also,	 trainees	 think	 that	 although	 they	 prepare	 non-gendered	activities,	 boys	and	girls	might	 look	 for	 these	gendered	activities	by	themselves.	 It	 can	 be	 inferred	 that	 Maya’s	 illustration	 refers	 to	 a	 social	construction	 where	 children	 understand	 social	 roles	 and	 expectations.	 In	 the	following	 quote,	 Eva,	 a	 trainee	 teacher,	 reinforces	 what	 has	 been	 discussed	about	 ‘young	 age’	 and	 how	 girls	 and	 boys	 may	 look	 for	 different	 gender	expressions:		
I	think	girls	are	much	more	self-conscious	and	they	seem	older	in	the	years,	
and	 the	 girls	 definitely,	 at	 that	 age,	 when	 they	 are	 younger	 there's	 not	
really	 much	 difference.	 Boys	 are	 still	 into	 the	 sports	 and	 just	 doing,	 you	
know,	 boy	 things,	 not	 all	 of	 them,	 but	 you	 know,	 the	 majority	 of	 them.	
Eva/PGCE.		As	Eva	argues,	 there	 is	 a	perception	 that	when	 children	are	young	 it	 is	easy	for	trainee	teachers	to	challenge	gender	stereotypes.	Thus,	trainees	have	to	consider	 the	 different	 dimensions	 of	 gender	 and	 children’s	 varied	 social	 and	cultural	 identities	 too.	 Some	 trainee	 teachers’	 experiences	 of	 non-conforming	gender	or	undoing	normalised	gender	are	continuous	and	emerging	challenges	that	 have	 to	 being	 understood	 since	 the	 training	 programmes.	 Therefore,	trainees	 perceived	 these	 gender	 normalizations	 as	 social	 conditioning	 and	natural	outcomes	in	primary	school	children.	As	Maya	suggests:		
I	 think	boys	and	girls	 behave	differently	 for	 lots	 of	 different	 reasons,	mm	
you	know	some	of	that	socialization,	sort	of	I	don’t	know	whether	some	sort	
of	 innate	 ...	 capacity	 to	 see	 things	 differently	 and	 then	 actually	 process	
things	 in	a	different	way,	eh	mm,	to	have	different	needs	from	adults,	you	





Maya’s	 perception	 of	 gender	 is	 illustrated	 by	 the	 understanding	 of	gender	as	part	of	socialization	and	part	of	being	innate	in	any	individual.	Maya’s	description	 of	 how	 boys	 and	 girls	 have	 different	 capacities	 and	 how	 they	process	things	 in	different	ways	seems	to	exemplify	biological	differences	that	contribute	 to	 gender	 social	 roles.	 This	 perception	 aligns	 with	 MacNaughton’s	(2006)	 argument	 that,	 “children	 learn	 how	 to	 behave	 in	ways	 appropriate	 to	their	 sex	 role	 or	 category	 through	 observation,	 imitations	 and	 modelling”	(p.128).	 As	 discussed	 before,	 trainees	 perceive	 girls	 as	 being	 more	 flexible	across	 the	 gender	 spectrum	 than	 boys,	 where	 boys	 who	 cross	 over	 into	 the	feminine	 side	 of	 the	 spectrum	 may	 be	 subjected	 to	 discrimination	 and	harassment	(see	Chapter	5).	Thus,	understanding	that	it	is	necessary	to	re-think	what	 gender	 is,	 and	 how	 social	 and	 cultural	 expectations	 of	 gender	 affect	behaviours	in	primary	school	children,	is	a	key	challenge	in	addressing	gender	and	sexuality	issues	in	primary	schools.				
Summary	
	This	 chapter	 has	 discussed	 trainee	 teachers’	 awareness	 and	 perception	 of	gender	stereotypes	in	primary	schools.	The	main	findings	suggest	that:			
§ Trainee	 teachers	 are	 aware	 of	 gender	 binary	 expectations	 in	 primary	schools	(hegemonic	heterosexualized	acts	in	the	school	spaces);		
§ There	 is	 an	 awareness	 of	 a	 moral	 panic3	scenario	 in	 the	 debate	 about	gender/sexualities	in	the	educational	context;		
§ Trainee	 teachers	 perceive/articulate	 a	 distinction	 between	 gender	identity	and	performance	and	sexuality	in	the	primary	school;	




§ This	 gender/sexuality	 discourse	 has	 become	 conflated	 with	 the	essentialist	discourse	of	gender	binary	and	pupils’	 gender	performance	expectations;		

































disagree	2.	Pupils	are	subjected	to	homophobic	language	or	bullying	in	primary	schools.	 64.1	 26.3	 9.6	3.	There	is	no	evidence	that	homophobic	bullying	takes	place	and	that	homophobic	language	is	used	in	primary	schools.	
7.5	 27.8	 64.7	








something	 that	 you	disagree	with.	 Therefore,	 for	 some	primary	 school	 pupils,	these	words	mean	that	being	gay	is	‘wrong’	and/or	is	‘not	ok’.			
5.2	“Excuse	me,	what	do	you	mean?”:	homophobic	language	and	
homophobic	bullying	in	primary	schools	


















Thus,	the	role	of	the	school	in	challenging	homophobic	bullying	is	essential.	As	show	 in	 Table	 10,	 two-thirds	 of	 trainee	 teachers	 (68.2%)	 think	 homophobic	language	 is	not	tolerated	 in	primary	schools	(Q4).	 It	seems,	 then,	 that	trainees	think	of	school	as	a	social	cosmos	where	homophobic	bullying	and	language	is	challenged.			5.2.1	Trainee	teachers	and	the	perceptions	of	homophobic	language			Homophobic	language	has	been	described	as	homophobic	labels	or	appellations	to	any	performance	or	situation	that	might	be	related	to	or	perceived	as	part	of	the	LGBT	community.	Similarly,	homophobic	language	has	been	described	as	a	practice	 of	 verbal	 act	 to	 discriminate	 and	 harass	 individuals,	 particularly	homosexuals,	based	on	their	sexualities	(Smith,	2004;	Sanchez,	2009;	Poteat	&	Rivers,	 2010).	 Amelia,	 an	 education	 officer,	 and	 Joshua,	 a	 trainee	 teacher,	elaborate	 about	 pupils	 using	 homophobic	 language	 in	 the	 primary	 school	context:		













conforming	 expectations.	 For	 example,	 boys	 who	 are	 not	 sporty	 are	 seen	 as	‘girlish’,	 and	girls	being	sporty	are	seen	as	 ‘boyish’.	As	discussed	before,	 these	pupils’	non-conforming	behaviour	might	 incite	harassment	and	discrimination	by	 their	 peers	 and	 even	 their	 teachers	 (see	 Chapter	 Four).	 Although	 most	trainee	teachers	in	this	study	seem	aware	of	pupils	’s	performances	of	particular	gender	 identities,	 some	 still	 perceive	 that	 pupils	 “don’t	 understand	 what	 it	means”	 or	 they	 don’t	 have	 a	 “full	 understanding”	 of	 these	 performative	 acts.		These	 statements	 about	 pupils	 using	words	without	 understanding	 the	 “’true	meaning”	 of	 derogatory	 words	 is	 noted	 in	 various	 studies	 which	 argue	 that		primary	 school	 children	 are	 innocent	 of	 sexualities	 beliefs.	 	 Such	misconceptions	 explain	 the	prevalence	 of	 the	underestimation	of	 homophobic	language	 in	primary	 schools,	 (DePalma	&	 Jennett,	 2007;	Robinson,	 2008).	 For	instance,	Laura	noted	that	some	students	might	use	derogatory	words	to	create	tension	in	the	school	spaces:		
I	 think	 you	 do	 see	 children	 using	 language	 that	 I	 am	 not	 sure	 they	 even	
really	know	what	it	means	but	they	hear	it	from	somewhere	and	they	know	
there	 are	 certain	words	 they	 shouldn’t	 use	 and	 sometimes	 it	 is	more	 the	
case	 that	 they	 know	 they	 shouldn’t	 been	 saying	 and	 that	 is	 why	 they’re	
saying	 to	 get	 reaction	 rather	 than	 actually	 meant	 to	 cause	 offence.	




refers	 to	 homophobic	 language	 and	 bullying.	 In	 this	 sense,	 there	 is	 an	association	with	gendered	and	sexualised	derogatory	 language	with	 the	act	of	doing	 something	 that	 is	perceived	as	 “wrong”	 such	as	 racism;	except	 that	 this	sexualized	 and	 gendered	 derogatory	 language	 is	 not	 perceived	 as	 verbal	violence	and	harassment.	Based	on	Amelia	quotation,	it	can	also	be	inferred	that	there	 is	 a	 complexity	 in	 the	 use	 of	 gendered	 language	 in	 schools,	 because	 it	perpetuates	 hegemonic	 heterosexualised	 discourses	 and	 it	 endorses	 a	discriminatory	connotation	to	gender/sexualities	performance	acts.		 Thus,	 there	 is	 a	 discussion	 about	 whether	 or	 not	 pupils	 completely	understand	the	use	of	this	language	as	“homophobic”	because	of	the	verbal	and	physical	 violence	 practice	 related	 with	 gender	 stereotypes	 and	 sexualities.	 In	contrast	 to	 the	 trainees’	 perception	 of	 primary	 school	 children’s	 ‘innocence’,	trainees	 questioned	 how	 and	 why	 pupils	 might	 use	 and	 perform	 these	discriminatory	acts.	Rosie,	 a	 trainee	 teacher,	 and	Peter,	 an	educational	officer,	discuss	the	use	of	this	homophobic	language	in	primary	school	pupils	and	how	pupils	might	perceive	 these	words	 as	positive	or	negative	depending	on	 their	previous	knowledge	of	these	words.	Negative	connotations	of	the	word	‘gay’,	for	example,	imply	that	is	wrong	to	be	gay	or	being	different.	Rosie	points	out	how	a	word	changes	with	time.	When	she	attended	school,	 ‘gay’	was	related	to	being	‘happy’	 and	 now	 she	 realises	 that	 the	 use	 has	 different	 connotation	 in	 the	schools:		
So	and	as	you	are	guys	saying	about	how	the	word	‘gay’	is	always	seen	as	a	
negative	connotation…When	I	was	in	school	that’s	what	it	was,	but	I	didn’t	
know	why	 it	was,	and	then	 I	always	remember	being	told,	 that	you	know	
gay	mean	‘happy’	until	it	was	really,	I	always	remember	it	was	very	bizarre	
how	 that	 sort	 of	 comes	 around,	 but	 I'd	 just	 say	 now	 some	 people	 don't	








someone	 ‘gay’	 or	 they	 might	 either	 use	 these	 sort	 of,	 they	 might	 use	
language	 that	 is	 used	 in	 a	 derogatory	word	 not	 knowing	what	 it	means.	




Here,	 according	 to	 Joshua,	 a	 trainee	 teacher,	 teachers	 should	 address	 and	challenge	this	 language	when	students	use	simply	 ‘non	intentional’	derogatory	words	such	as	‘that’s	so	gay’:		
It’d	be	better	to	say	‘this	is	the	word	faggot	and	this	where	the	word	comes	
from,	 d'you	 think	 this	 is	 a	 nice	word?	This	 is	 the	word	 'gay'	 and	 you	 are	
using	 it	 to	 say	 bad,	 d'you	 think	 that's	 a	 good	 thing	 to	 do?’	…and	 talking	




bisexual	or	transgender	community,	it	seems	that	pupils	who	behave	with	non-conforming	gender	(sex)	social	and	cultural	stereotypes	are	submitted	to	these	homophobic	 acts	 too.	 As	 noted	 by	 James,	 an	 educational	 officer,	 homophobic	bullying	is	not	only	targeted	at	the	LGBT	community:	
	
I	don’t	think	that	only	people	who	are	gay	or	have	gay	family	members	suffer	
homophobic	 bullying...and	 so	 actually	 anybody	 who	 is	 perceived	 to	 be	
different,	whether	it	is	that	they've,	I	don’t	know	got	a	disability,	whether	it	is	
they’re	not	good	at	football,	whether	it’s	that	them	all	quiet,	whatever	it	 is.	






This	 quote	 is	 particularly	 interesting	 because	 of	 the	 trainee	 teachers’	perceptions	 of	 harassment	 that	 boys	 experience	 for	 being	 considered	 to	 be	different.	 For	 instance,	 being	 subjected	 to	 homophobic	 bullying	 may	 have	nothing	 to	 do	 with	 pupils’	 sexuality.	 It	 may	 be	 that	 peers	 denigrate	 and	discriminate	their	classmates	on	the	basis	of	a	range	of	characteristics,	of	which	non-conforming	gender	behaviour	is	just	one.	A	boy	who	is	labelled		‘gay’	could	suffer	 the	 worst	 name-calling	 by	 his	 peers	 and	 this	 act	 demonstrates	 the	entrenched	nature	of	homophobia	in	primary	school	boys.	Hence,	as	elsewhere	mentioned	 in	 the	 interviews,	 these	homophobic	practices	are	more	commonly	seen	 amongst	 boys.	 This	 passage	 shows	 Rosie	 making	 sense	 of	 pupils	 being	picked	on	for	being	themselves.	Thus,	James	and	Rosie’s	quotes	exemplify	how	pupils	 are	 picked	 on	 for	 ‘being	 different’	 to	 the	 norm.	 James	 and	 Rosie’s	statement	 about	 homophobic	 bullying	 in	 primary	 schools	 are	 similar	 to	previous	 research	 on	 homophobic	 bullying	 in	 schools.	 These	 quotes	 pay	attention	to	the	relation	between	gender	stereotyping	and	homophobic	bullying	in	 primary	 schools.	 Primary	 school	 children	 somehow	 relate	 these	 different	behaviours	with	being	‘gay’	or	‘tomboy’.	Though	trainee	teachers’	perceptions	of	these	performances	are	evident,	trainee	teacher’s	gender	expectations	of	pupils	are	 heterosexualized	 and	 pupils	 are	 expected	 to	 perform	 gender	heteronormative	roles	in	school	spaces.	




might	 help	 to	 comprehend	 pupils’	 misbehaviour	 and	 the	 perpetuation	 of	homophobic	bullying	in	the	primary	school:		
I	was	kind	of	 shocked	by	some	of	 the	 things	 that	we	were	 told	about	and	
just	 about	 kind	 of	 the	 percentages	 of	 homophobic	 bullying,	 and	 how	 it	




Anything	 can	 affect	 how	a	 child	 gets	 on	 at	 school	 or	 learns...for	 example	
they	 might	 not	 get	 on	 but	 it's	 because	 they	 don't	 understand	 a	 cultural	
norm,	not	that	they	are	misbehaving.	 	Or	maybe	they	can't	concentrate	in	




Overall,	 these	 homophobic	 appellations	 have	 been	 mentioned	 as	discriminatory	 acts,	 a	 form	 of	 homophobic	 bullying	 that	 is	 perceived	 and	described	 by	 trainee	 teachers	 as	 acts	 of	 verbal	 violence	mostly	 between	 boys	(Poteat	&	Rivers,	2010;	Phillips,	2007).	For	example,	these	boys’	behaviours	are	known	 in	 the	 literature	 review	 as	 ‘lad’	 performances,	 part	 of	 laddish	 culture,	where	 male	 pupils	 practice	 	 “verbal	 and	 physical	 violence,	 humiliation,	 and	shaming	usually	done	in	public	by	males	to	other	males”	(Philips,	2007,	p.158).	Jackson	(2010)	discusses	how	these	“disruptive	behaviours	often,	although	not	always,	 involved	 sexual	 innuendoes,	 sexist	 comments	 and	 homophobia”	 (p.	508).	Homophobic	bullying	and	 language	can	thus	be	seen	as	a	 form	of	verbal	violence	 (pejorative	 words	 and/or	 denigrating	 phrases)	 that	 humiliate	 and	shame	individuals	based	on	their	gender	expression,	sexualities	and	identities.	Thus,	trainee	teachers	acknowledged	and	recognised	that	homophobic	language	exists	 in	 primary	 school	 (see	 Table	 9	 and	 10).	 In	 this	 way,	 trainee	 teachers’	different	perspectives	on	how	pupils	experience	these	violent	acts	are	relevant.	Hegemonic	 gender	 social	 and	 cultural	 dimensions	 are	 expected	 in	 primary	schools	and	pupils	are	subject	 to	these	gender	normative	conditions.	 	Notably,	trainee	 teachers	 are	 aware	 of	 derogatory	 and	 discriminatory	 acts	 in	 primary	schools.	 There	 is	 an	 understanding	 of	 homophobic	 bullying	 but	 it	 is	 mostly	related	 to	 gender	 non-conforming	 acts	 rather	 than	 expressions	 of	 sexual	identity.		
	






hook	 and	 look	 at	 and	 get	 the	 children	 to	 exploring	 before	 you	 start	
teaching	them	to	get	 ideas,	because	they	don't,	 I	think	that	sometimes	we	
miss	 getting	 pupils's	 ideas	 first	 and	 foremost	 about	 what	 they	 think	
because	 often	 or	 not	 you	 know,	 as	 I	 don’t	 know	who	 said	 it,	 but	 is	 quite	
intriguing	we	are	born	without	 judgements,	 judging	is	something	that	we	








70s,	 it	was	 just	unbelievable	and,	 so…bloody	crappy	Americans	 films,	and	
some	 of	 this	 culture,	 sort	 of	 this	 bland	 culture	 […]	 programmes	 that	
children	see	or	adverts	where	a	certain	type	of	relationship	or	behaviour	is	
promoted	actively,	actually	 there’s	a	 lot	of	 that	promotion	 to	 sexuality	 in	




represented	 on	 TV	 programmes	 where	 individuals	 are	 hypersexualized.	 In	contrast,	 at	 the	 beginning	 of	 the	 quote	 she	mentions	 that	 TV	 in	 the	 seventies	was	 quite	 negative	 and	 that	 today	 “it’s	 not	 so	 bad	 on	 the	 telly”.	 	 As	 this	paragraph	 suggests,	 there	 has	 been	 a	 change	 between	 the	 70s	 and	 today	 in	television.	Gender	stereotypes	where	commonly	seen	in	TV	and	they	were	seen	as	a	normal	gender	expectations.	As	discussed	 in	Chapter	One,	 sexualities	and	gender	began	to	be	discussed	in	the	sixties	during	the	‘sexual	revolution’,	which	opened	 a	 new	 space	 for	 sexual	 expression	 and	 identities,	 (Luker,	 2007).	 As	 a	consequence,	 these	 new	 sexuality	 and	 gender	 portrayals	 began	 to	 be	accompanied	by	discrimination	and	offences	towards	some	groups	with	diverse	social	 and	 cultural	 backgrounds.	 In	 this	 sense,	 Maya	 suggests	 that	 the	representation	of	LGBT	individuals	is	better	in	todays’	popular	media.			 Maya	 suggests	 that	 TV	 and	 other	 popular	 media	 have	 challenged	 and	promoted	 a	 positive	 image	 to	 the	 LGBT	 community	 but	 at	 the	 same	 time	 she	implies	 that	 TV	 is	 hypersexualized,	 which	 gives	 a	 negative	 image	 of	 diverse	sexual	 identities	 in	 society,	 especially	 to	 primary	 school	 children.	 She	 makes	sense	 of	 her	 contradiction	 about	 the	 improvement	 in	 TV	 programmes	nowadays.	 For	 instance,	 she	 talks	 about	 the	 “sort	 of	 this	 bland	 culture”	 in	 TV	programmes	 that	 presumably	 do	 not	 represent	 different	 behaviours	 around	sexualities:		
	
I	also	think	that	advertisements,	I	think	that	the	media,	I	think	the	people	
that	make	 programmes	 and	 so	 on	 and,	 they	 got	 a	massive	 responsibility	
too,	 you	 know,	 to	 actually	 be	 diverse	 and	 embrace	 everything.	 Maya/BA	
Primary	Education.	








I	 don’t	 think	when	 I	was	 in	 school	 people	 talked	 about	 gay	 issues	 at	 all.	













Lucy	also	argues	that	homosexual	people	may	not	speak	out	“about	being	gay”	because	 it	 is	 considered	a	 sensitive	 topic	and	a	 stigma	 in	 today’s	 society.	Lucy’s	perception	of	homosexual	stigmatization	comes	 from	her	awareness	on	gender/sexualities	 spectrum.	 In	 Lucy’s	 case,	 it	 is	 important	 to	 mention	 her	acknowledgment	of	sexual	diversity	and	her	use	of	specific	terminology	such	as	“cis	people”	(see	Chapter	One).	Joshua’s	narrative	is	similar	to	Maya	and	James’s	idea	where	popular	media	is	seen	as	a	positive	means	to	challenge	homophobia	in	society.	In	this	case,	Joshua	makes	reference	to	gay	characters	or	actors	being	role	 models	 for	 primary	 school	 children.	 As	 mentioned	 in	 in	 the	 literature	review,	 cultural	 media	 such	 as	 children’s	 storybooks	 that	 portray	 diverse	families	might	help	pupils	to	feel	comfortable	with	their	diverse	family	or	with	their	own	identities.	It	can	also	be	inferred	that	Joshua	suggests	using	these	role	models	when	necessary	to	encourage	pupils	who	might	think	of	themselves	as	being	 part	 of	 the	 LGBT	 community.	 The	 trainees	 feel	 that	 popular	media,	 for	example	TV,	 can	be	used	 to	 challenge	homophobia	 in	 schools	 and	 to	promote	safer	spaces	for	LGBT	pupils	in	primary	schools.	In	contrast	with	some	trainees’	experiences	 where	 TV	 media	 is	 seen	 as	 positive	 way	 to	 address	 LGBT	community	 to	 pupils,	 Rosie,	 a	 trainee,	 makes	 a	 reference	 to	 the	 media	 as	 a	source	where	pupils	learn	homophobic	language	and	behaviour:			
	
I	think	it's	happened	more	in	primary	now,	 just	because	of	the	media	and	
stuff	 kids	 will	 see	 things	 on	 the	 telly,	 like	 ‘that's	 so	 gay’	 so	 as	 with	
everything	 kids	 pick	 up	 on	 things	 so	 they	 carry	 on	 the	 trend	 without	




the	children	to	exploring	before	you	start	teaching”,	she	means	that	trainees	can	use	social	media	to	introduce	pupils	to	the	understandings	and	repercussions	of	homophobia	in	schools	settings.	Lilley	and	Ball	(2013)	argues	that,	“59%	of	the	UK’s	11–12	year-olds	with	internet	access	have	a	profile	on	a	social	networking	site”	(p.	6),	 the	most	popular	sites	“including	Facebook,	YouTube	and	Twitter”	(p.11).	 It	 is	 important	 to	 mention	 that	 the	 study	 did	 not	 sample	 younger	children	 because	 of	 ethical	 issues/research	 cost.	 This	 could	 imply	 that	 some	younger	children	may	have	access	to	some	social	media	sites.	Rosie	implies	that	primary	school	children	first	 learn	about	slang	through	the	popular	media	but	she	does	not	refer	explicitly	to	Internet	social	media.			Thus,	there	is	a	contradiction	with	Rosie’s	statement	about	the	way	social	media	 should	 be	 used	 to	 address	 and	 challenge	 homophobia	 but	 at	 the	 same	time	 has	 the	 influence	 to	 perpetuate	 these	 prejudices.	 For	 instance,	 some	studies	 such	as	Pescitelli	 (2011)	discuss	how	 the	 Internet	 can	have	 a	positive	impact	on	LGBT	youth.	It	is	clear	that	trainees	perceive	the	impact	that	popular	media	has	in	pupils	nowadays.	Overall,	trainee	teachers	perceive	popular	media	as	a	pedagogical	tool	that	could	reflect	the	pupils’	awareness	and	acknowledge	LGBT	individuals	and	also	as	a	media	where	primary	school	children	learn	these	derogatory	 marks.	 Therefore,	 it	 seems	 that	 trainees	 recognise	 that	 popular	media	 has	 an	 impact	 on	 the	way	 pupils	 perceive	 and	 understand	 gender	 and	sexualities	in	society.	Also,	trainees	see	popular	media	as	a	way	to	address	and	challenge	homophobic	discourses	in	primary	schools.			
5.3	Challenging	homophobia	in	primary	schools	






































We	 had	 a	 few	 issues	 in	 the	 school,	 not	 issues	 but	 a	 few	 incidents	 where	








	I	once	went	to	a	school,	 I	have	a	 lot	of	respect	 for	this	head	teacher…she	
did	a	 similar	assembly	 to	do	with	homophobia,	 and	 she	 said,	 	 ‘let	me	 tell	
you	some	words	that	you	are	never	gonna	say	them	again,	I	want	to	you	to	
know	the	words	that	are	bad,	that	are	racist’,	and	she	said,	“so,	you	don't	
call	 people	 'black	 bastards,'	 'niggers,'	 'chinkies'	 or	 'pakies,'	 you	 don't	 say	
that,	that's	just	disgusting	and	terrible’,	and	children	were,	all	gone:	‘ohh!’	
...	gasping,	at	least	then	they	knew	the	words…	They	now	knew,	should	say	
‘these	 is	 the	words,	and	you	don't	say	them,	cos	 it	makes	people	 feel	bad’.	
Joshua/PGCE.		 In	the	interview,	Joshua	apologised	in	advance	for	the	use	of	‘derogatory’	words	 but	 he	mentioned	 that	 it	 was	 important	 for	 him	 to	 illustrate	 how	 this	headmistress	challenged	all	the	primary	school	pupils.	Joshua	was	impressed	on	how	the	head	teacher	addressed	homophobic	 language	 in	primary	school.	The	quote	 aims	 to	 illustrate	 too,	 how	 teachers	 might	 challenge	 homophobia	 in	 a	more	 explicit	 way,	 using	 as	 an	 example	 other	 derogatory	 remarks	 based	 on	different	 backgrounds:	 “so,	 you	 don't	 call	 people	 'black	 bastards,'	 'niggers,'	'chinkies'	 or	 'pakies’,	 you	 don't	 say	 that”.	 As	 this	 extract	 suggests,	 pupils	 are	aware	 of	 different	 derogatory	 remarks	 and	 they	 are	 aware	 of	 their	 use	 for	discrimination	 and	 harassment	 to	 diverse	 individual	 identities.	 It	 can	 also	 be	inferred	that	pupils	might	use	these	words	in	different	context.	Joshua	continues	to	explain	how	pupils	were	really	shocked	and	 that	 they	were	 ‘gasping’	at	 the	way	 the	headmaster	 addressed	 the	 issue	of	homophobic	 language.	 "They	now	knew,	 should	 say	 ‘these	 is	 the	 words,	 and	 you	 don't	 say	 them,	 ‘cos	 it	 makes	people	feel	bad’":	Joshua	illustration	exemplifies	how	primary	school	pupils	are	aware	of	derogatory	words	and	how	they	can	clearly	understand	the	meaning	of	these	words.	Therefore,	teachers	and	trainees	are	able	to	challenge	and	address	any	discriminatory	and	derogatory	remarks	in	primary	schools.		
	5.3.1	Trainee	teachers’	awareness	of	LGBT	pupils	in	primary	schools	




identities	 have	 been	 denied	 in	 the	 primary	 school	 context	 and	 talking	 about	LGBT	 pupils	 seems	 slightly	 constricted	 (DePalma	 &	 Atkinson,	 2009;	 Payne	 &	Smith,	 2014).	 This	 section	 discusses	 how	 trainees	 perceive	 pupils	who	might	belong	 to	 the	LGBT	 community	 and	whose	 sexuality	 expressing	 itself	 through	different	 gendered	 and	 sexualized	 normalised	 performances	 in	 the	 primary	school	setting.	In	accordance	with	the	theoretical	framework,	LGBT	children	are	identified	 here	 as	 non-normative	 individuals,	 children	 who	 deviate	 from	 the	expected	 	 (Stockton,	 2009	 p.	 245).	 In	 these	 cases,	 the	 trainees’	 perception	 of	these	 LGBT	primary	 school	 children	may	have	 an	 impact	 on	 the	way	 trainees	challenge	sexual	diversity	in	the	classroom.	In	some	cases,	as	one	of	the	trainees	informed	me,	pupils	who	are	dealing	with	 sexuality	 feelings	might	need	 some	confident	 and	 assertive	 responses	 to	 their	 gendered	 and	 sexualized	performances.	In	this	interview	extract,	Maya,	a	trainee	teacher,	underlines	that	assuming	that	a	child	is	“probably	gay”,	is	a	difficult	task:	
	
I've	not	sort	of	encountered	any	sort	of	homophobic	bullying	and	there	are	
children	 that	who,	 obviously	 you	 don’t	 know	 at	 this	 stage,	 but	 there	 are	
pupils	who	I	assume,	are	probably	gay,	and	that	you	know,	they	don’t	seem	
to	 encounter	 any	 issue,	which	 is,	which	 is	 good	 to	 see.	Maya/BA	Primary	
Education.	










just	 started,	 right	 in	 the	 book,	 saying	 promotes	 acceptance	 from	




Summary		This	 chapter	 has	 discussed	 trainee	 teachers’	 awareness	 and	 perception	 of	homophobic	language	and	homophobic	bullying	in	primary	schools.	It	has	also	discussed	 the	 challenge	 of	 addressing	 homophobia	 in	 primary	 schools	 and	included	a	brief	discussion	about	LGBT	children.	The	main	findings	suggest	that:			
§ Trainee	 teachers	 are	 aware	 of	 homophobic	 language	 and	 homophobic	bullying	in	the	primary	schools	(mostly	based	on	gender	non-conforming	behaviour);		
§ Trainee	teachers	seem	to	be	aware	of	pupils	using	homophobic	language	to	 their	 peers	 in	 a	 derogatory	 way;	 they	 are	 concerned	 about	 how	‘implicitly’	 pupils	 conceive	 of	 words	 such	 as	 ‘poof’	 or	 ‘tomboy’	 as	offensive,	discriminatory	or	as	verbal	harassment	in	the	school	context;		
§ Trainee	teachers	perceive	a	potential	relationship	between	the	social	and	cultural	 perceptions	of	 female	 and	male	dichotomy,	 performing	 gender	stereotypes	in	schools	‘being	boy	and	girl’,	and	the	homophobic	language	and	the	homophobic	bullying	in	the	primary	school	settings;		
§ Trainee	 teachers	perceive	 that	being	 subjected	 to	homophobic	bullying	may	have	nothing	to	do	with	the	sexuality	of	primary	school	children	at	all;		































esteem	and	general	well-being”	(p.	237).	This	fairly	positive	perception	implies	that	 trainee	 teachers	 are	 open	 to	 inclusion	 and	 diversity	 in	 their	 social	 and	cultural	spaces	(Q19)	and	the	school	environment	(Q21).		Overall,	 these	 results	 (Q19	 &	 Q21)	 indicate	 that	 trainee	 teachers	 are	aware	 of	 same-sex	 families	 and	 that	 there	 is	 a	 positive	 response	 towards	 gay	and	 lesbian	 parenting.	 The	 trainee	 teachers’	 positive	 awareness	 of	 gay	 and	lesbian	families	implies	a	better	acknowledgement	and	perception	of	these	non-traditional	families.	James,	an	education	officer,	makes	an	interesting	statement	about	 the	 awareness	 of	 same-sex	 families.	 He	 implies	 that	 gay	 and	 lesbian	families	have	been	always	around	but	in	today’s	society	are	more	visible:			
Same	sex	 couples	have	 the	 legal	 right	 to	adopt	 children,	 civil	partnership	
means	 that	we	 are	 seeing	 same	 sex	 relationships	 legally	 recognized,	 and	
while	all	these	relationships	have	always	existed,	they're	more	visible	in	our	




I	 think	 it's	 strange	 that	 you	 just	 automatically	 presume	 somebody	 is	
heterosexual,	 no	 there	 shouldn’t	 be	 any	 sort	 of	 assumptions	 which	 way	
some,	you	know	someone	is	and	families	are	that's	what's	said	before,	you	
know	the	typical	family	isn't	anymore	the	two	beautiful	children	and	they	
are	 very	 different,	 and	 families	 and	 lifestyle	 choices,	 and	 that	 should	 be	
reflected	 as	 it	 schools	 sort	 of	 like	 a	 reflection	 of	 society,	 that	 should	 be	
reflected	from	very,	very	young	age	should	be	spoken	about	just	as	a	typical	































that	 the	 might	 be	 subjected	 to	 harassment	 and	 discrimination	 such	 as	homophobic	bullying	(Clarke	et	al.,	2004).	For	example,	Amelia,	an	educational	officer,	 describes	 an	 example	 of	 why	 trainee	 teachers	 should	 be	 able	 to	challenge	homophobic	bullying	of	pupils	who	may	feel	exposed	because	of	their	gay	or	lesbian	parents:	
	
I	 think	 it’s	 important	 for	 them	 to	 challenge	 that,	 because	 for	 the	 child	 to	
just	have	a	gay	family	member,	or	is	beginning	to	feel	that	they	may	be	gay	
themselves,	then	actually	that’s	a	very	powerful	statement	if	somebody	says	
‘that’s	gay’	in	a	mean	and	a	negative	way.	Amelia/EO.			 This	illustrates	an	idea	that	has	been	discussed	in	all	interviews.	Trainee	teachers	 agree	 that	 homophobic	bullying	 can	happen	 to	 any	pupils,	 especially	those	 who	 are	 part	 of	 the	 sexual	 diversity	 community,	 including	 same-sex	families	 (see	Chapter	Five).	Thus,	Amelia	explores	how	trainee	 teachers	might	experience	 these	 challenges	 when	 pupils	 learn	 in	 school	 that	 ‘being	 gay’	 is	‘wrong’	 or	 ‘it’s	not	ok’.	As	Amelia	describes,	 to	be	 subjected	 to	discriminatory	and	 derogatory	 acts	 or	 verbal	 violence	 for	 belonging	 to	 a	 different	 non-traditional	family	is	 	“a	very	powerful	statement”	that	should	be	recognized	by	trainee	teachers.	Clarke,	Kitzinger	and	Potter	(2004)	discuss	how	homophobic	bullying	 has	 been	 used	 to	 undermine	 same-sex	 families.	 Similarly,	 Ray	 and	Gregory	 (2001)	 argue	 that	 although	 children	 in	 traditional	 heterosexualised	families	and	same-sex	relationships	grow	up	with	similar	healthy	and	nurtured	framework,	 children	 with	 gay	 and	 lesbian	 families	 may	 experience	 some	difficulties	such	as	homophobic	bullying.	In	this	sense,	Brooke,	a	trainee	teacher,	discusses	why	she	thinks	it	is	important	to	consider	same-sex	family	discourses	in	the	school	spaces.	As	she	mentions,	children	and	families’	“experience	within	school”	 is	 important	 to	 feel	 that	 they,	 same-sex	 families,	 belong	 to	 the	 school	and	therefore	to	the	society:		
You	 have	 to	 be	 really,	 really	 sensitive	 to	 children’s	 backgrounds	 and	
because,	there's	nothing	worse	than	feeling	that	you	don't	fit	in,	like	at	all,	





and	 when	 you’re	 in	 school	 you	 are	 part	 of	 a	 family,	 you're	 part	 of	 a	
community…and	so	within	a	primary	school	you	should	be	reflecting	about	
entire	community,	you	should	be	reflecting	every	aspect	of	that	community.	
Brooke/PGCE.			 In	 this	 quote,	 Brooke	 highlights	 some	 concerns	 about	 why	 children	backgrounds	and	family	relations	are	important	into	the	school	community.	The	extract	 “there's	 nothing	worse	 than	 feeling	 that	 you	 don't	 fit	 in”	 implies	 that	children	 need	 to	 feel	 that	 they	 fit	 it	 in	 the	 school	 spaces	 and	 that	 it	 is	 the	responsibility	of	trainees	to	make	school	spaces	feel	welcoming	to	students.	It	is	also	interesting	to	note	that	Brooke	describes	school	as	“a	really,	really	big	part	of	your	 life”	and	 that	 school	has	 to	be	 seen	as	a	 family	 too:	 “you	are	part	of	a	family,	you're	part	of	a	community”.	This	idea	of	seeing	primary	schools	spaces	as	a	family	or/and	as	community	that	should	care	about	nurturing	children	with	positive	experiences	is	a	common	idea	among	trainee	teachers.	Brooke	also	says	that	 schools	 “should	 be	 reflecting	 about	 entire	 community,	 you	 should	 be	reflecting	 every	 aspect	 of	 that	 community”;	 this	 reflects	 her	 perception	 that	same-sex	 families	 should	 be	 part	 of	 the	 school	 community	 and	 should	 be	embedded	into	school	practices	such	as	the	school	curriculum.	This	perception	is	 supported	by	Lindsay	 et	 al.	 (2006)	who	discuss	how	 families	 emerge	 as	 an	important	 “core	 organizing	 feature	 of	 society”	 and	 that	 “it	 is	 inevitable	 that	family	life	emerges	as	a	topic	in	the	school	curriculum”	(p.	1070).	





You	 know,	 well	 not	 that	 it	 doesn’t	 matter,	 but	 it	 shouldn’t	 matter,	
whomever	your	parents	are	like	I	was	saying	before	about	the	poster	it	just	
depends	whom	your	love	share	as	long	as	you've	got	somebody	that	cares	
for	you.	It	shouldn’t	matter,	should	it?	Hannah/BA	Primary	Education.		 Trainees’	 perceptions	 that	 these	 relations	 are	 subject	 to	 prejudice	 are	showed	 in	 the	 following	 quotes:	 “but	 it	 shouldn’t	 matter,	 whomever	 your	parents	 are	 like”	 and	 this	 emphatic	 question,	 “It	 shouldn’t	matter,	 should	 it?”	Hannah	explains	that	there	are	posters	in	her	schools	that	show	diverse	families	(i.e.	same-sex	families).	Therefore,	these	quotes	illustrate	trainees’	perceptions	of	 how	 society	 stigmatizes	 same-sex	 families	 and	 how	 schools	may	 challenge	these	negative	perceptions	using	posters	that	show	loving	family	relationships.	It	 can	 be	 implied	 that	 for	 trainee	 teachers	 same-sex	 couples	 are	 beyond	 the	‘homosexual	spectrum’	and	are	seen	as	traditional	families	that	share	love	and	not	 as	 a	 sexual	 matter.	 Similarly,	 Rosie,	 a	 trainee	 teacher,	 reinforces	 these	perceptions	of	the	association	between	‘love’	and	‘family’,	and	the	awareness	of	judgments	of	diverse	families:			
It’s	 just	 love	 and	 then	 it's	 family,	 and	 they	 were	 happy	 and	 everyone	 is	
happy,	and	 that	 is	kind	of	 the	way	 it	 should	be	and	 then	you	 learn	of	 the	
differences,	and	hopefully	we	can	slowly	but	surely	stop	the	judgments,	you	








tell	 them	 how	 they	 do	 and	 don’t	 talk	 about	 sex	 regardless	 their	 sexual	
orientation,	but	they	think	that	if	they	have	to	talk	about	gay	people	they	
















		 In	 the	 interviews,	 I	 used	 children’s	 storybooks	 with	 gay	 or	 lesbian	characters	 to	 ask	 trainee	 teachers	 how	 they	 would	 feel	 about	 using	 this	pedagogical	 material	 to	 challenge	 gender	 stereotypes	 and	 homophobia	 in	schools	(see	Chapter	Three,	section	3.4).	A	small	group	of	 the	trainee	teachers	who	identified	themselves	as	LGBT	were	aware	of	these	children’s	books.	Ellie	and	 Laura,	 trainee	 teachers,	 refer	 to	 these	 children’s	 storybooks	 when	discussing	how	to	challenge	stereotypes	of	gender	and	sexualities,	for	example	by	reading	stories	about	same-sex	families.	In	the	interview,	I	asked	if	it	would	be	possible	for	her	to	read	these	storybooks	to	her	class:	
	 	
I	 think	 it	 is	 but	 other	 teachers	 might	 disagree	 with	 me	 and	 the	 head	
teachers	 might	 disagree	 with	 me	 as	 well,	 and	 say	 that	 it's	 not	 really	
suitable	 for	 children,	 but	 I	 just	 think	 is	 a	 nice	 story,	 this	 nice	 illustration	
about	a	king	marrying	another	king…	I	think	is	important	that	stories	like	
these	 are	 read	 to	 children,	 if	 they	 do	 have	 two	 dads	 or	 two	mums,	 they	






I	 think	 children,	 I	 don’t	 know	 they	don’t	have	 the	 ideas	 sometimes	adults	
have…	maybe	some	children	will	be	like	why	is	a	boy	with	a	boy	but	when	
you	 explain…I	 think	 children	 are	 much	 more	 accepting	 of	 differences.	
Laura/PGCE.		 Ellie’s	perception	is	that	some	teachers	and	headmasters	may	not	agree	that	children’s	storybooks	that	challenge	gender	and	sexualities	should	be	used	in	the	classroom.	It	seems	that	some	teachers	perceive	these	storybooks	as	“not	really	suitable	for	children”.	Ellie	suggests	that	these	kind	of	storybooks	have	to	be	read	in	order	to	allow	children	who	have	two	mums	or	dads	feel	that	they	fit	in	 their	 social	 and	 cultural	 spaces	 as	 the	 school.	 In	 the	 same	 vein,	 Laura	highlights	 how	 ‘adults’	might	 have	 other	 perceptions	 of	 these	 books.	 And	 she	notes	 that	 perhaps	 some	 children	 would	 be	 puzzled	 by	 the	 story	 about	 two	kings;	nonetheless,	Laura	implies	children	are	more	open	to	differences.	Lastly,	Ellie	describes	how	reading	these	storybooks	could	 improve	the	experience	of	same-sex	families’;	children	could	relate	to	the	families	in	the	storybooks	and	do	not	 	“start	to	resent	their	own	family	life”.	Brooke,	a	trainee	teacher,	also	talks	about	 same-sex	 families	 and	 how	 children	 might	 interact	 with	 ‘conforming’	ideas	of	relationships	in	classroom	activities:		
	
We	were	talking	about	this	[school	event]	and	one	boy	went	‘Is	[Alex]	a	boy	
or	 a	 girl?’	 If	 I	was	 kind	 of	 conscious	 to	 pick	 a	 name,	maybe	 not	 familiar	
name	as	well	and	I	said	‘[Alex]	is	a	girl’	and	this	little	girl	went--	and	she's	a	
Jehovah’s	Witness--	 I	know	that,	 that	matters:	 ‘of	course	she's	a	girl,	 she's	
marrying	[Adam],	[Adam]	is	a	boy’…and	then	this	other	little	kid	went	‘that	
doesn’t	matter	 ...	Adam	could	be	marrying	a	boy’,	and	I	went	 ‘that's	right,	




same-sex	 families	 or	 same-sex	 relationships	 are	 perceived:	 “and	 she's	 a	Jehovah’s	Witness--	 I	 know	 that,	 that	matters”.	 Brooke	 suggests	 that	 religious	backgrounds	may	 have	 a	 heteronormative	 perception	 of	marriage	 and	 family	relationships,	 (see	 Chapter	 Seven).	 Brooke	 highlights,	 too,	 that	 another	 pupil	was	 aware	 of	 same-sex	 relationships.	 Thus,	 this	 quote	 implies	 that	 trainee	teachers	understand	the	different	backgrounds	of	their	pupils	and	that	all	these	identities	 have	 to	 be	 considered	 in	 order	 to	 celebrate	 these	 differences	 in	 an	inclusive	 environment	 in	 primary	 schools.	 Brooke	 implies	 that	 some	 cultural	and	social	frameworks	might	restrict	‘other’	social	and	cultural	identities	based	on	their	beliefs	such	as	not	accepting	same-sex	marriage.				 In	 her	 example,	 Brooke	 perceives	 the	 two	 children’s	 opinions	 as	 social	and	cultural	challenges	that	are	relevant	in	the	school	context.	Trainee	teachers	that	recognise	and	celebrate	these	children’s	social	and	cultural	differences	are	being	 inclusive	 in	 their	school	spaces	 (Meyer,	2010;	Robinson,	2002).	 	Finally,	Brooke	 perceives	 that	 the	 use	 of	 a	 neutral	 name	 such	 as	 ‘Alex’	 provoked	 a	discussion	 between	 these	 two	 pupils.	 This	 pedagogical	 strategy	 allows	 her	 to	discuss	 a	 same-sex	 relationship	 issue	 in	 the	 classroom	 and	 challenge	heteronormative	 hegemonic	 ideas.	 This	 perception	 is	 supported	 by	 Kissen’s	(1999)	 argument	 that	 teachers	 should	 reconsider	 the	 model	 of	 ‘traditional’	families	in	order	to	challenge	discrimination	and	exclusion	in	the	school	context.			
6.3	Celebrating	same-sex	families	in	the	primary	school	classroom		This	 section	 discusses	 how	 trainee	 teachers	 perceive	 themselves	 as	 being	inclusive,	 in	 relation	 to	non-traditional	 families,	 in	 their	 school	 spaces.	 In	 this	sense,	Maya	 suggests	 that	 children	 are	 open	 to	 talking	 about	 different	 family	issues	in	the	school	classroom	and	that	this	can	give	them	an	opportunity	to	talk	about	non-traditional	matters	at	school:			
A	lot	of	the	children	are	quite	open	um	talking	about,	you	know,	that	their	





parents	 in	 different	 contexts	 so	 you	 get	 an	 idea	 of	 their	 family	
circumstances	as	well.	Maya/BA	Primary	Education.	
	Maya	suggest	that	primary	school	children	share	different	experiences	in	the	 classroom	 and	 this	 reflects	 the	 diverse	 circumstances	 where	 children	develop.	This	statement	contradicts	Robinson	(2002)	who	mentions	that	some	trainee	 teachers	 are	 “often	 unfamiliar	 with	 children’s	 social	 lives	 beyond	 the	setting”	(p.428).	It	is	possible,	therefore,	that	when	the	classroom	environment	makes	this	a	possibility,	some	children	with	same-sex	parents,	need	to	express	their	 feelings	 about	 their	 family	 circumstances.	 Maya’s	 quote	 implies	 that	trainee	teachers	should	be	prepared	to	interact	with	diverse	social	and	cultural	family	frameworks.	This	combination	of	findings	provides	some	support	for	the	premise	 that	 it	 is	 necessary	 to	 teach	 primary	 school	 children	 about	 gay	 and	lesbian	families.	It	can	also	be	inferred	that,	as	Katie,	a	trainee	teacher,	describes	above,	 children	 should	 be	 taught	 about	 the	 inclusion	 of	 diverse	 families	 at	 an	early	 age.	 The	 following	 quotation	 illustrates	 how	 Hannah,	 a	 trainee	 teacher,	perceives	 the	 role	 of	 schools	 in	 addressing	 same-sex	 families	 and	 promoting	diversity	and	inclusion	in	schools:		
I	think	that	should	all	be,	just	as	kind	of	natural	every	day,	you	know,	to	just	
be	there	just	for	the	children	…	I	think	that	should	just	be	something	that's	
in	 the	 classroom.	 I	 know	 somebody	 who’s	 telling	 me	 about	 that	 in	 their	
school	are	posters	or	words	on	all	different	kinds	of	families,	and	it's	and	it	
doesn’t	 really	matter	 as	 long	 as	 you	 are	 loved,	 you	 know	around	 schools	
that's	just	reinforcing	that	kind	of	normality	almost,	I	suppose	you	can	say	




in	 the	 interest	 of	 the	 child	 superseded	 any	 personal	 responses	 to	 family	identities”	(p.	186).	In	this	sense,	it	could	be	considered	that	even	trainees	who	do	not	support	same-sex	families	should	support	inclusive	practices	for	children	with	non-traditional	 families.	Hannah	also	suggests	that	these	school	practices	have	 to	 be	 positive	 in	 order	 to	 reinforce	 and	 celebrate	 inclusion,	 “that's	 just	reinforcing	 that	 kind	 of	 normality	 almost”.	 Thus,	 Hannah	 implies	 that	 pupils	should	 see	 same-sex	 families	 as	 	 ‘natural’	 and	 ‘ordinary’	 situations	 in	 life.	Similarly,	Joshua,	a	trainee	teacher,	asserts	his	belief	that	diverse	families	have	to	be	seen	as	“this	is	a	part	of	life”:		
I've	worked	with	a	lot	of	families	doing	placement	where	[unclear]	socially	
deprived	 areas,	 which	 come	 from	 social	 deprivation,	 which	 maybe,	 are	
single	parent	families.	So,	I've	worked	with	a	lot	of	different	diverse	families	










§ More	 than	90%	of	 trainee	 teacher	 are	 aware	of	 same-sex	 relationships	and	are	not	bothered	by	seeing	a	gay	couple	with	children.	Nonetheless,	trainees’	 perception	 about	 addressing	 these	 same-sex	 families	 in	 the	classroom	is	less	positive	(76.3%);		
§ Overall,	 trainee	 teachers	 show	 a	 positive	 approach	 to	 gay	 and	 lesbian	families	and	the	‘caring’	and	‘protection’	of	children	who	belong	to	these	non-traditional	relationships;		
§ Some	trainee	teachers	argue	that	some	schools	already	support	gay	and	lesbian	 families	 and	 promote	 inclusive	 environments	 in	 the	 school	context;		














	This	first	section	discusses	the	perception	of	trainee	teachers	of	legal	and	policy	frameworks	about	teaching	sexual	diversity	in	the	primary	school.	As	discussed	in	Chapter	Two,	 educational	policies	might	 advocate	or	undermine	 sexualities	education	in	primary	schools.	For	example,	the	controversial	Section	28	law	that	prohibited	 ‘the	 promotion	 of	 homosexuality	 in	 schools’,	 repealed	 in	 2003,	persists	in	the	sexual	education	debate	between	the	educational	institutions	and	legal	discourses	(Johnson	&	Vanderbeck,	2014).	These	sometimes	contradictory	legal	and	educational	frameworks	are	related	to	social	and	cultural	frameworks	in	 British	 society.	 Therefore,	 understanding	 trainee	 teachers’	 perceptions	 of	sexual	 diversity	 in	 schools	 is	 essential	 in	 order	 to	 challenge	 homophobia	 and	heterosexism	 in	 the	 primary	 school	 setting.	 As	DePalma	 and	Atkinson	 (2009)	also	 discuss,	 sexualities	 and	 LGBT	 issues	 have	 been	 recognised	 in	 the	 school	context	 by	 those	 concerned	 about	 homophobic	 acts	 perpetuated	 in	 school	spaces.	 These	 homophobic	 and	 discriminatory	 acts	 have	 given	 new	 roles	 and	responsibilities	to	trainee	teachers	towards	inclusion	and	diversity	in	schools.			 The	 section	 is	 divided	 in	 two	 parts.	 First,	 the	 trainee	 teachers’	perceptions	of	legal	frameworks	is	discussed,	in	particular	the	so-called	‘Section	28’	 legislation	 framework	which	 has	 been	 the	 source	 of	 continuous	 debate	 in	the	 educational	 setting	 in	 spite	 of	 being	 repealed	 more	 than	 a	 decade	 ago.	Secondly,	 the	 online	 questions	 that	 explored	 trainee	 teachers’	 perceptions	 of	sexual	 diversity	 in	 primary	 school	 in	 relation	 to	 educational	 views	 around	inclusion	and	diversity	in	schools	is	discussed.	Overall,	trainee	teachers	show	a	positive	approach	to	teaching	about	sexual	diversity	discourses.	Indeed,	it	could	be	argued	that	trainees	advocate	inclusion	and	diversity	in	primary	schools.		




was	repealed	more	than	a	decade	ago	of	the	legacy	of	the	Section	28	act	is	still	present	 in	 educational	 discourses.	 James,	 an	 education	 officer,	 discusses	 how	some	 teachers	 and	 educators	 perceive	 legislation	 frameworks	 such	 as	 the	 so-called	‘Section	28’:		
There's	 a	 piece	 of	 legislation	 called	 section	28,	 and	which	 even	 though	 it	
was	 repealed	 in	2003,	and	 it	was	a	piece	of	 legislation	which	mistakenly,	
mistakenly,	 schools	 thought	 they	 couldn't	 talk	 about	 gay	 issues	 and	 that	
wasn't	what	it	was	meant	for	at	all,	but	even	after	it	was	repealed	in	2003,	
it	 left	 schools	 very	 unsure	 whether	 they	 could	 or	 couldn't	 talk	 about	 it.	
James/EO.		James	highlights	how	schools	perceived	this	 legislation	as	advice	not	 to	challenge	 sexual	 diversity	 in	 schools,	 creating	 a	 confusing	 environment	 for	teachers	 who	 were	 hesitant	 to	 cover	 any	 gay	 or	 lesbian	 issue	 in	 schools	(Johnson	&	Vanderbeck,	2014).	James	explained	that	even	after	this	legislation	was	repealed	in	2003	“it	left	schools	very	unsure	whether	they	could	or	couldn't	talk	about	it”.	It	can	therefore	be	assumed	that	trainee	teachers	may	feel	unsure	about	how	to	address	gay	and	lesbian	issues	in	primary	schools	based	on	state	educational	guidelines	and	polices.	For	 instance,	 state	education	polices	might	create	 frameworks	 that	 obstruct	 the	 inclusion	 of	 some	 sex	 education	 topics,	such	as	sexualities,	in	schools.	Peter,	an	educational	officer,	discusses	this	view:		
I	don't	think	it	has	to	be	different,	 it	 is	and	it's	been	unfortunate,	and	you	
know,	 parents	 can	 still	 pull	 their	 children	 out	 of	 Sex	 Education	 lessons.	




lesbian	 issues	 is	 through	Sex	Education	 and	not	 other	 subjects	 in	 the	 schools.	Similarly,	in	Chapter	Six	it	was	discussed	how	gay	or	lesbian	issues	are	related	with	gay	or	lesbian	sex	(intercourse)	and	not	with	equity	or	citizenship	(section	6.2.1).	 In	 Chapter	 6,	 some	 trainees	 discussed	 how	 same-sex	 families	 and	relationships	 should	 be	 discussed	 in	 the	 school	 classroom	 as	 part	 of	 pupils’	cultural	and	social	backgrounds.	In	conclusion,	this	brief	view	about	educational	legal	 frameworks	 and	 their	 relationship	 with	 sexual	 discourses	 makes	 it	possible	 to	 acknowledge	 some	 of	 the	 school	 practices	 around	 sexualities	 in	primary	 schools.	 Also,	 it	 can	 be	 argued	 that	 schools	 as	 well	 as	 the	 training	programmes	 are	 concerned	 about	 addressing	 sexual	 diversity	 in	 schools	 and	being	associated	with	‘the	promotion	of	homosexuality’	in	schools.			7.1.2	Sexual	diversity	and	the	educational	context	




to	be	of	an	appropriate	age	before	they	can	 learn	about	the	meaning	of	sexual	diversity.	 In	 this	case,	 the	 trainee	 teachers’	perception	of	what	an	appropriate	age	 is	 might	 be	 subject	 to	 their	 own	 experiences	 or/and	 social	 and	 cultural	backgrounds.	 	 Almost	 one-third	 of	 the	 participants	 (29.9%)	 strongly	disagree/disagree	 with	 this	 statement,	 suggesting	 that	 some	 trainee	 teachers	believe	 that	 there	 is	 no	 one	 ‘appropriate’	 age	 at	 which	 children	 should	 learn	about	 gay	 or	 lesbian	 issues	 such	 as	 same-sex	 families	 (see	 Table	 15).	 As	discussed	in	Chapter	Six,	trainee	teachers	argued	in	the	interviews	that	children	should	 learn	 about	 gay	 and	 lesbian	 issues	 such	 as	 same-sex	 families	 and	relationships	 from	 an	 early	 age.	 These	 results	 are	 consistent	 with	 Bickmore	(1999)	 and	 Curran	 et	 al.’s	 (2009)	 discourses	 of	 age-appropriate	 for	 learning	about	 gay	 and	 lesbian	 issues	 might	 be	 challenged	 by	 acknowledging	 the	heterosexual	matrix	and	the	heteronormative	practices	in	primary	schools.	This	acknowledgment	 of	 the	 heterosexual	 matrix	 is	 seen	 in	 the	 trainee	 teachers’	narratives	 of	 awareness	 of	 gender	 stereotypes	 and	 homophobic	 language	 in	primary	schools	(See	Chapter	Four	and	Five).			
Table	15.	Trainee	teachers,	sexual	diversity	and	the	educational	
discourses.	
Category	Questions	 Strongly	agree/agree	 Unsure	 Strongly	disagree/	disagree	17.	 I	 believe	 children	 need	 to	 be	 of	 an	appropriate	 age	 before	 they	 can	 learn	about	the	meaning	of	sexual	diversity.	
49.4	 20.8	 29.9	
18.	 I	would	 prefer	 to	 talk	 about	 ethnic	and	 religious	 diversity	 rather	 than	sexual	diversity	in	my	classroom.	
37.7	 18.2	 44.2	










Finally,	 trainee	 teachers	 were	 asked	 if	 they	 thought	 that	 inclusive	education	in	schools	entailed	talking	about	gay	and	lesbian	families	(Q22).	Over	half	 of	 the	 trainees	 (62.4%)	 think	 that	 inclusive	 education	 involves	 same-sex	families	 in	 the	 school	 context.	 This	 response	 is	 related	 to	 question	 Q5	where	more	than	two-thirds	trainees	mentioned	that	 it	 is	necessary	to	teach	primary	school	children	about	gay	and	lesbian	families	(see	Chapter	Six,	section	6.2).		In	the	interviews,	the	trainee	teachers	argued	that	teaching	about	sexual	diversity	discourses	 is	 necessary	 to	 advocate	 social	 inclusion	 in	 primary	 schools.	 In	addition,	 19.5%	 of	 trainee	 teachers	were	 unsure	 if	 inclusive	 education	 in	 the	school	 context	 entails	 teaching	 about	 gay	 and	 lesbian	 families.	 A	 minority	 of	trainee	 teachers	 (18.2%)	 does	 not	 think	 inclusion	 in	 schools	 entails	 talking	about	gay	or	lesbian	families.	In	conclusion,	these	results	match	those	observed	in	 earlier	 studies	 which	 found	 that	 primary	 school	 teachers	 relate	 teaching	about	 same-sex	 families	 and	 LGBT	 individuals	 with	 diversity	 and	 inclusion	rather	than	sexual	education	(Meyer,	2010;	Curran	et	al.,	2009).		
7.2	Trainee	teachers	and	the	perceptions	of	their	roles	and	




describing	 her	 situation	 from	 the	 perspective	 of	 a	 trainee	 teacher	 in	 a	 faith-based	primary	school:		
	
I'm	not	a	religious	person	at	all	but	I	think	is	very	important	that	we	teach	
people	 to	 love,	 we	 teach	 people	 to	 be	 tolerant,	 we	 teach	 people	 to	 be	
understanding,	we	 teach	people	 to	 be	 accepting	and	 I	 think	as	 a	 teacher	









In	Lucy’s	quote,	there	is	a	suggestion	where	teachers	are	expected	to	act	as	social	agents	looking	after	the	children’s	interactions	and	behaviours	in	these	social	 spaces.	 In	 this	 way,	 Lucy	 is	 implying,	 for	 example,	 that	 children’s	discriminatory	or	derogatory	acts	happen	in	different	spaces	in	the	schools	and	that	it	would	be	possible	for	a	trainee	teacher	to	recognise	who	is	the	aggressor	and	 victim	of	 these	 acts.	What	 Lucy	highlights	 is	 an	 expectation	 that	 teachers	will	interact	with	students,	“making	sure	maybe	you	are	going	out	to	play	time	and	 stuff,	 making	 sure	 that	 there's	 no	 issues	 there”.	 Like	 Lucy,	 some	 trainee	teachers	perceive	that	the	responsibility	of	being	inclusive	has	to	go	beyond	the	classroom	 to	 other	 school	 spaces.	 Overall,	 it	 seems	 that	 trainee	 teachers	perceive	that	they	may	be	able	to	create	an	inclusive	environment	in	the	school	classroom	and	be	inclusive	about	sexual	diversity	issues	in	the	primary	schools.	These	 trainee	 teachers’	 perceptions	 suggested	 that	 trainees	 perceive	themselves	 as	 responsible	 for	 being	 inclusive	 and	 advocating	 diversity	 in	 the	schools.			7.2.1	Trainee	teachers	on	“being	inclusive	rather	than	teaching	inclusivity”		As	 showed	 above,	 over	 half	 of	 the	 trainee	 teachers	 agree	 that	 inclusive	education	 involves	 same-sex	 families	 in	 the	 school	 context.	 In	 the	 interviews,	trainee	 teachers	 described	 their	 expectation	 of	 being	 inclusive	 rather	 than	teaching	inclusivity	in	the	primary	school	classroom	and	remarked	on	the	idea	of	trainee	teachers	as	role	models	of	inclusiveness.	Therefore,	it	can	be	argued	that	inclusive	education	can	be	related	to	sexual	diversity	minorities.	Evans	and	Lunt	 (2002)	 explore	 the	 limits	 of	 inclusive	 education	 which	 suggest	 that	teachers	 should	 “make	 one	 school	 for	 all	 pupils”	 (p.3).	 For	 instance,	 to	make	schools	more	diverse	and	inclusive,	Peter,	an	educational	officer,	discusses	the	difference	between	diversity	and	inclusion	in	the	educational	context:		







tend	 to	 use	 particularly	much	 because	 of	 kind	 of	 implies	 that	 there's	 an	
external	 that	 needs	 to	 be	 included	 and	 there	 is	 that	 inclusion,	 whereas	
internals	are	more	normal.	Peter/EO.		 Here,	 Peter	 implies	 that	 diversity	 refers	 to	 talking	 about	 different	backgrounds	 such	 as	 religions	 or	 ethnicity,	 and	 inclusion	 is	 related	 to	 an	individual	who	is	being	excluded	for	being	different.	Peter	argues	that	diversity	has	to	be	celebrated	and	accepted.	In	this	way,	teachers	are	inclusive.	Likewise,	James,	 an	 education	 officer,	 discusses	 how	 teachers	 can	 be	 inclusive	 and	challenge	sexual	diversity	issues	in	the	schools:	
	
We	don't	need	to	have	a	gay	 lesson,	because	 I	don't	 think	 that's	 the	most	
relevant	way	to	do	it,	it's	a	but	making	sure	you're	developing	what	we	call	
an	 inclusive	curriculum,	so	curriculum	the	way	you	talk	about	a	range	of	
issues	that	includes	lesbian,	gay	and	bisexual	issues	too.	James/EO.		According	to	James,	having	a	particular	lesson	to	challenge	gay	issues	is	not	 “the	 most	 relevant	 way	 to	 do	 it”.	 A	 better	 approach	 to	 LGBT	 issues	 in	primary	 schools	 is,	 when	 addressing	 different	 issues	 on	 diversity	 in	 the	classroom,	LGBT	 issues	 are	 included.	The	 results	 of	 the	practices	will	 be	 seen	possible	when	 LGBT	 issues	 have	 been	 discussed	 across	 the	 entire	 curriculum	rather	 than	 just	 as	 part	 of	 a	 single	 class	 on	 sex	 education.	 In	 other	words,	 as	James	highlights,	schools	should	have	”an	inclusive	curriculum”.	This	view	was	echoed	and	discussed	by	Kate,	a	trainee	teacher,	who	argues	that	the	best	way	to	address	inclusion	and	diversity	is	being	an	inclusive	teacher:			
I	think,	rather	than	doing	sort	of	set	lessons	around	things	with	just	being	
inclusive	with	you	know,	being	pragmatic	and	having	books,	and	chats,	and	
thinking	 about	 the	 currents	 affairs	 and	 about	 but	 also	 being	 reactive	 to	




address	gay	and	lesbian	issues	although	in	this	quotation	Kate	specifically	refers	to	“just	being	inclusive”,	it	is	clear	that	an	inclusive	curriculum	is	needed.		This	idea	 of	 tackling	 different	 issues,	 while	 preliminary,	 suggests	 that	 teachers	should	 be	 trained	 to	 be	 inclusive	 and,	 as	 Kate	 points	 out,	 to	 think	 “about	 the	currents	 affairs	 and	 about	 but	 also	 being	 reactive	 to	 think”.	 Likewise,	 Kate	explains	 that	 teachers	 should	 “follow	 the	 children’s	 leads”;	 this	 idea	 emerged,	too,	 in	 the	 perception	 of	 how	 to	 tackle	 homophobia	 in	 schools	 where	 pupils	were	asked	to	explain	the	use	of	words	as	 ‘that’s	so	gay’	 in	the	classroom	(see	Chapter	Five,	section	5.1.2).			 Similarly,	Kelly	and	Brookes	(2009)	discuss	this	idea	of	children	leading	their	 learning	 and	 understanding	 of	 sexual	 diversity	 issues	 where	 teachers’	assumptions	of	limited	“cognitive	and	emotional	capacities”	(p.	209)	in	children	might	undermine	pedagogical	practices	that	challenge	sexual	diversity	issues.	It	can	therefore	be	assumed	that	trainees	should	consider	children’s	reactions	and	awareness	 of	 any	 topic	 first	 before	 a	 ‘clarifying’	 intervention,	 for	 example,	before	clarifying	why	they	are	using	derogatory	marks	such	as	‘that’s	so	gay’.	In	this	 sense,	 Kate	 implies	 trainee	 teachers	 should	 consider	 and	 acknowledge	children’s	diverse	identities,	too.	Similarly,	Amelia,	an	education	officer,	argues	that	 an	 inclusive	 environment	 in	 school	 may	 allow	 children	 to	 feel	 more	included	and	to	be	able	to	challenge	any	prejudice	around	them:		
	
I	 think	 it	 needs	 to	 be	 flaked	 out	 that	 actually	 you	 know	 these	 things	 are	
challenged	and	 the	way	 to	come	about	challenging	 it,	and	 the	benefits	 in	
terms	 of	 the	 inclusive	 school	 community	 and	 the	 calm	and	happier	 place	
that	school	becomes	if	these	things	are	challenged	because	everybody	feels	
included,	 people	 know	 that	 if	 there	 is	 any	 prejudice	 then	 it	 will	 be	




marginalised	 groups	 are	 found.	 	 Hence,	 it	 seems	 that	 trainee	 teachers	 and	educational	officers	perceive	that	challenging	gay	and	lesbian	issues	is	not	just	about	an	inclusive	curriculum	but	rather	about	being	inclusive.		Similarly,	Kate	reinforces	this	idea	that	“it's	not	just	about	the	curriculum”:		
I	suppose	it's	not	just	about	the	curriculum	it's	about	the	wider,	you	know,	
how	 you,	 are	 with	 other	 teachers,	 different	 members	 of	 the	 staff,	 the	
parents,	you	know,	wherever	in	the	school	and	how	they	work	as	a	whole,	
cos	I	think	that's	important	for	to,	to	...	cos	you	can	be	inclusive	and	diverse	
in	the	classroom	but	if	it	doesn't	reflect	on	the	whole	school.	Kate/PGCE.		This	seems	to	be	what	Amelia	calls	the	“the	inclusive	school	community”.	Here,	Kate	indicates	that	inclusive	schools	have	to	go	beyond	the	curriculum.	In	this	sense,	teachers,	staff	members	and	parents	have	to	be	able	to	be	inclusive	and	integrate	as	a	whole.	 	Kate	also	 implies	that	teachers	can	be	 inclusive	and	diverse	 in	 their	 classroom	 practices	 but	 that	 has	 to	 be	 reflected	 in	 all	 school	spaces	in	order	to	be	truly	inclusive.		Maya’s	narrative	is	similar	to	Amelia	and	Kate’s;	Maya	focuses	on	the	idea	of	being	inclusive	as	a	teacher:	
	 	
I	think	children	do	need,	being	taught	to	be	inclusive	and	accepting,	and	to	
not	 judge	 people	 based	 around	 sexuality	 […]	 you	would	 have	 to	 practice	
what	 you	 preach	 and	make	 sure	 that	 you	 are	 very	 inclusive	 in	 all	 of	 the	
latitudes	 you	 are	 giving,	 somehow	 you	 bring	 into	 everything.	 Maya/BA	










and	 gay	 and	 lesbian	 issues.	 The	 second	 section	 explores	 trainee	 teachers’	perceived	barriers	to	teaching	about	LGBT	issues	in	the	primary	school	context.	For	 instance,	 a	 trainee	 teacher’s	 lack	 of	 confidence,	 the	 lack	 of	 training	 in	diversity	 issues	 or	 homophobic	 issues	 are	 some	 of	 the	 challenges	 to	 tackling	homophobia	 or	 heterosexism	 in	 the	 school	 context	 that	 are	 mentioned	 by	trainees.	 In	the	final	section,	trainee	teachers’	perception	of	challenging	sexual	diversity	in	the	classrooms	is	discussed.				As	 discussed	 in	 Chapter	 One,	 trainee	 teacher	 perceptions	 and	 beliefs	have	an	impact	on	how	trainee	teachers	challenge	and	address	LGBT	discourses.	The	 importance	 of	 teacher	 training	 in	 advocating	 inclusion	 and	 diversity	 in	primary	 schools	 is	 also	 discussed	 (DePalma	&	Atkinson,	 2009;	 Lindsay,	 et	 al.,	2006;	Szalacha,	2004;	Page	&	Liston,	2002).	Thus,	trainee	teachers	were	asked	to	 indicate	 whether	 they	 would	 feel	 comfortable	 asking	 children	 about	 their	understanding	of	 gay	 and	 lesbian	 issues.	And	 finally,	 the	 interviews	discussed	how	 trainees	 perceive	 these	 diverse	 pupils’	 identities	 in	 the	 primary	 school	classroom.	7.3.1	“Under	one	umbrella”:	diverse	identities	in	the	classroom			




spaces	where	 every	 identity	 is	 created	 and	 the	 schools	 have	 to	 accommodate	diversity	and	inclusive	approaches:		
All	 kind	 of	 under	 one	 umbrella,	 sort	 of	 gender,	 race,	 sex,	 religion,	 it's	 all	







that	 there	 are	 posters	 saying	 you	 know	 "it	 doesn’t	matter	 what	we	 look	
like"	or	 "doesn’t	matter	where	we	come	 from,	we	are	all	 the	 same"	or	 "it	
would	be	boring	if	we	were	all	the	same”.	Lucy/PGCE.		In	 the	 first	quote	above,	Lucy	 implies	 that	 there	are	different	 identities	intersecting	 together	 in	 the	 schools	 classroom	 and	 she	 highlights	 that	 some	identities	 can	 be	 more	 visible	 that	 others.	 For	 instance,	 one	 of	 her	 examples	suggests	 that	ethnicity	 is	more	readily	acknowledged	 in	a	pupil.	 In	 the	second	quote,	 Lucy	 describes	 some	 practices	 used	 in	 relation	 to	 inclusion	within	 the	classroom	such	as	embracing	different	ethnicities.	Lucy	explains	how	her	school	creates	 a	 safe	 environment	 for	 a	 pupil	 who	 was	 from	 another	 country.	 She	argues	that	not	only	teachers	but	also	pupils	were	“making	sure	he's	not	left	out	or	 anything”.	 Lucy	 describes	 how	 some	 posters	 around	 the	 school	 positively	addressed	differences	within	pupils.	 	 For	example,	 "it	doesn’t	matter	what	we	look	 like”	 and	 "it	would	be	boring	 if	we	were	all	 the	 same"	and	 this	 indicates	that	that	the	school	was	aware	of	how	these	differences	between	children	might	affect	 their	 school	 development	 and	 social	 interactions	 within	 their	 peers.	Another	example	is	Laura,	a	trainee	teacher,	who	describes	her	experience	with	traveller	students:	
	
I	think	at	first	I	was	a	bit	…didn’t	know	what	to	expect	just	because	I	never	





other	students.	Laura/PGCE.		Laura	 highlights	 how	 working	 with	 minority	 communities	 can	 be	perceive	 as	 challenging	 at	 first;	 nonetheless,	 she	 implies	 that	 working	 with	minority	groups	helped	her	to	improve	her	confidence	and	to	be	more	inclusive	in	the	classroom.	The	trainee	teachers	argue	that	inclusive	schools	and	inclusive	staff	 improve	 the	 way	 people	 interact	 in	 the	 school	 spaces	 around	 diverse	identities.	Similarly,	my	findings	suggest	that	trainee	teachers	perceive	diverse	identities	 in	 the	 classroom	 such	 as	 religion,	 ethnicity	 and	 social	 backgrounds.	Nonetheless,	diverse	sexual	identities	may	be	undermined	in	the	primary	school	context.			
Table	16.	Trainee	teachers	and	diverse	identities	in	the	classroom.	
Category	Questions	 Strongly	agree/agree	 Unsure	 Strongly	disagree/	disagree	11.	 I	 would	 feel	 comfortable	 talking	about	 race,	 ethnic,	 religious	 and	 sexual	diversity	in	my	classroom.	
81.6	 9.2	 9.2	
12.	 I	 would	 feel	 comfortable	 talking	about	 race,	 ethnic,	 religious	 diversity	but	 not	 about	 sexual	 diversity	 in	 my	classroom.	
32.5	 13	 54.5	




However,	 32.5%	 of	 trainee	 teachers	would	 felt	 comfortable	 addressing	 racial,	ethnic	 and	 religious	 diversity	 but	 not	 sexual	 diversity	 and	 9.2%	 of	 trainees	would	 not	 felt	 talking	 about	 racial,	 ethnic,	 religious	 or	 sexual	 diversity	 in	 the	primary	 school	 classroom.	 A	 minority	 of	 participants	 9.2%	 and	 13%	 were	unsure	about	how	they	would	feel	about	talking	about	race,	ethnic,	religious	and	sexual	diversity	in	their	classroom	(see	Table	16).		 Overall,	these	results	imply	that	a	small	number	of	trainee	teachers	feel	more	confident	addressing	religion	or	ethnicity	 than	sexual	diversity	 issues	 in	schools.	 Peter,	 an	 educational	 officer,	 discusses	 the	 hostility	 between	 religion	and	 sexuality	 in	 the	 school	 context.	 Although,	 trainee	 teachers	 stress	 that	 all	identities	 should	 be	 respected	 and	 that	 children	 have	 to	 be	 able	 to	 express	themselves	 according	 to	 their	 social	 and	 cultural	 backgrounds,	 it	 is	 essential	that	trainee	teachers	challenge	any	discriminatory	act:		
Often	people	do	talk	about	balance	 in	terms,	you	know,	religion,	 teaching	
things	 about	 sexuality,	 we	 don't	 really	 see	 it	 as	 a	 balance.	 I	 mean,	 all	
schools	do	have	legal	obligations	to	teach,	things	like	different	families,	but	
also	to	eradicate	discrimination,	prejudice,	generally.	Peter/EO.		Peter	implies	that	schools	try	to	find	a	balance	between	individual	faith	and	 sexuality	 issues.	 Nonetheless,	 as	 he	 argues,	 harassment	 or	 discriminative	acts	 based	 on	 sexuality	 grounds	 should	 have	 no	 place	 in	 schools.	 This	means	schools	should	aim	“to	eradicate	discrimination,	prejudice,	generally”;	as	Peter	points	 out	 schools	 have	 a	 legal	 obligation	 to	 tackle	 homophobic	 bullying	 and	discrimination	 (see	 Chapter	 One,	 section	 1.3).	 For	 instance,	 in	 the	 interviews,	trainee	 teachers	 were	 asked	 to	 look	 at	 a	 children’s	 storybook	 with	 gay	characters.	 I	 asked	 Alice,	 a	 trainee	 teacher,	 if	 she	 thought	 her	 school	 would	allow	reading	these	non-heteronormative	books:		
Of	 course	 some	 religious	 schools	might	 not	want	 it	 read.	 	 But	 I	 probably	




sort	 of	 person	 who	 would	 not	 be	 comfortable	 with	 discrimination.	
Alice/PGCE.		Here,	 Alice	 seems	 aware	 of	 and	 acknowledges	 diverse	 identities	 in	 the	primary	 classroom,	 and	 may	 be	 more	 receptive	 to	 work	 with	 children	intersectional	 identities.	 Therefore,	 it	 could	 be	 implied	 that	 trainee	 teachers’	confidence	 is	 a	 significant	 ability	 needed	 to	 challenge	 LGBT	 issues	 in	 primary	schools.		An	example	of	this	is	the	capability	that	trainee	teachers	feel	when	they	are	 trained	 to	 address	 these	 sexual	 diversity	 issues.	 Kate,	 a	 trainee	 teacher,	describes	how	she	felt	after	a	training	session	on	same-sex	families:		
I	was	fortunate	enough	to	have	a	training,	and	they	as	well	and	they	were	
using	 it.	 We	 need	 to	 have	 what's	 related	 to	 all	 different	 types	 of	
relationships	and	families	around,	around	the	classroom,	books	like	"Tango	





	Although	 trainee	 teachers	 might	 feel	 comfortable	 addressing	 and	 challenging	sexual-diversity	 issues	 in	 the	 primary	 schools,	 there	 are	 some	 barriers	 they	could	encounter.	During	the	interviews,	some	trainee	teachers	argued	that	lack	of	 confidence	 was	 one	 of	 the	 barriers	 to	 tackling	 homophobia	 in	 primary	schools	 while	 others	 implied	 that	 not	 having	 a	 supportive	 school	 staff	 (head	teacher	and	other	teachers)	might	make	difficult	to	challenge	any	LGBT	issues.		Also,	 as	 pointed	 out	 in	 the	 literature	 review,	 there	 is	 a	 concern	 that	 some	educators	 perceive	 children	 as	 innocent	 or	 naïve	 about	 issues	 of	 sexuality	(Vavrus,	 2009;	 Renold,	 2002)	 and	 this	 could	 be	 a	 barrier	 to	 being	 able	 to	address	 sexual	 diversity	 issues	 in	 the	 classroom.	 For	 example,	 Amelia,	 an	educational	officer,	discusses	how	teachers	might	tackle	homophobia	but	their	confidence	might	be	a	barrier	to	tackling	these	issues:	
	
I	think	teachers	have	different	levels	of	confidence	in	tackling	these	issues,	
and	 my	 experience	 is	 that	 most	 teachers	 or	 all	 teachers	 that	 I've	 come	
across	actually	want	to	tackle	them	but	maybe	haven’t	got	the	confidence.	
Amelia/EO.		 Here,	Amelia	describes	a	teacher	having	“different	levels	of	confidence	in	tackling	this	issue”;	this	may	imply	that	some	teachers	feel	more	confident	than	others.	 In	 the	 interviews,	 one	 trainee	 teacher	 commented	 that	 being	 actually	teaching,	as	a	trained	teacher,	would	improve	their	confidence	in	the	classroom.		Another	trainee	teacher	indicated	that	having	their	own	classroom,	as	a	trained	teacher,	would	make	a	difference	in	the	way	that	they	could	tackle	homophobia;	in	this	sense,	this	trainee	implies	that	teachers	are	responsible	for	the	way	these	derogatory	discourses	are	challenged.	 	As	Amelia	describes,	there	are	different	levels	of	confidence	and	it	may	be	the	case	therefore	that	these	different	levels	are	due	to	social	and	cultural	backgrounds	and	teaching	experience	as	well:		
I	think	the	more	established	you	become	in	a	school	the	more	confident	you	






will	go	and	say	it,	pick	up	on	that”.	Kate/PGCE.		Kate,	 a	 trainee	 teacher,	 asserts	 that	 being	 a	 teacher	 gives	 her	 the	opportunity	 to	 challenge	 different	 social	 and	 cultural	 issues	 such	 as	homophobia.	In	this	sense,	her	view	is	related	to	the	idea	that	teachers	have	to	be	 seen	 as	 a	 role	 models	 and	 this	 could	 improve	 their	 level	 of	 confidence.		Amelia	 and	 Kate’s	 idea	 makes	 a	 connection	 between	 different	 levels	 of	confidence	where	Kate	 argues,	 “the	more	 established	 you	 become	 in	 a	 school	the	 more	 confident	 you	 are”.	 For	 instance,	 Lucy,	 a	 trainee	 teacher,	 describes	how	 non-supportive	 staff	 could	 be	 a	 barrier	 and	 Laura,	 a	 trainee	 teacher,	implies	how	positive	staff	could	improve	the	school	spaces:	
	
Most	 of	 the	 teachers	 in	 my	 school	 seem	 very	 kind	 of	 open	 to	 talk	 about	
things,	 so	 it's	 not	 really	 something	 on	 the	 table.	 In	 a	 previous	 school	 I	
worked,	it	was	a	[religious]	school	and	it	was	all	to	do	with,	we	had	to	do	









inclusive	 with	 their	 students.	 In	 this	 sense,	 these	 positive	 attitudes	 advocate	more	 inclusive	 and	 diverse	 spaces.	 In	 contrast,	 Maya,	 a	 trainee	 teacher,	discusses	a	similar	idea	where	staff	or	groups	with	different	backgrounds	can	be	a	 barrier	 to	 challenging	 gender	 stereotypes	 or	 homophobia	 in	 the	 school	context.	 	 Maya	 focuses	 on	 social	 backgrounds	 to	 explain	 how	 some	 social	frameworks	might	perceive	sexual	diversity:	
	
I	would	find	if	I	lived	in	the	town	most	of	us	lived	in	which	is	[small	village],	
where	 there's	 a	 lot	more	 poverty	 and	 a	 lot	more	whites,	 sort	 of	 sense	 of	
cultural	 superiority,	how	you	know,	 it's	 just	more	obvious	 ...that	 there's	a	
whole	 section	 of	 that	 society	 that	 is	 unaccepting,	 or	 I	 don’t	 know,	 race,	
gender,	 you	name	 it	 they're	 just	more	narrow-minded.	Maya/BA	Primary	









suggests	that,	“more	does	need	to	be	done”;	there	is	a	perception	that	inclusion	and	 diversity	 are	 just	 being	 presented	 in	 the	 seminar	 but	 there	 is	 not	 more	discussion	about	how	to	address	these	issues	in	the	primary	school	context.		In	general,	 therefore,	 it	 seems	 that	 their	 main	 difficulties	 relate	 to	 the	 lack	 of	training	on	sexual	diversity	issues	and	the	subjects	of	inclusion	and	diversity	in	the	primary	school	context.	This	could	also	be	related	to	the	lack	of	or	different	levels	of	confidence	that	trainee	teachers	have	in	the	classroom.	Overall,	trainee	teachers	 have	 indicated	 that	 these	 frameworks	 have	 an	 impact	 on	 how	 social	groups	 perceive	 different	 non-normative	 discourses.	 It	 can	 thus	 be	 suggested	that	 trainee	 teachers	 would	 encounter	 different	 obstacles	 and	 that	 their	understanding	 of	 these	 social	 and	 cultural	 backgrounds	 would	 improve	somehow	 the	 way	 they	 tackle	 issues	 such	 as	 sexual	 diversity	 in	 the	 primary	schools.	Consequently,	it	seems	that	trainee	teachers	believe	that	it	is	essential	to	receive	training,	not	just	about	gay	and	lesbian	issues	but	about	inclusion	and	diversity	in	general.			7.3.3	Trainee	teachers	on	challenging	sexual	diversity	in	the	classroom	
	The	 importance	 of	 teacher	 training	 in	 challenging	 prejudices	 about	 sexual	diversity	 in	primary	schools	has	already	been	discussed	(DePalma	&	Atkinson,	2009;	Szalacha,	2004).	This	section	explores	the	challenges	that	trainee	teacher	face	when	 addressing	 sexual	 diversity	 in	 the	 primary	 school.	 In	 the	 following	quote,	 Amelia,	 an	 educational	 officer,	 points	 out	 that	 trainee	 teachers	 are	supposed	to	develop	“all	sorts	of	skills	to	manage	the	classrooms”;	these	include	teaching	inclusion	and	diversity	in	the	primary	classrooms:		
It’s	 really	 important	 that	 trainee	 teachers	 develop	 all	 sorts	 of	 skills	 to	
manage	 the	 classrooms,	 to	manage	 behaviour,	 to	 create	 an	 environment	




diverse	spaces	in	the	classroom.		Thus,	as	discussed	before,	it	can	be	argued	that	trainee	 teachers	perceive	 that	 training	on	 inclusion	and	diversity	 is	necessary.	How	much	it	 is	possible	to	cover	 in	a	PGCE	programme,	 for	example,	was	also	discussed:		
There’s	so	much	else	that	you	are	supposed	to	be	learning	about,	is	so	much	
either	 is	 connected	 to	 an	 assessment,	 whereas,	 I	 don’t	 know,	 stuff	 that’s	
basically,	 you	 know,	 it’s	 theoretical,	 there’s	 so	 much	 to	 cover	 and	 in	 the	
course	 I'm	doing,	 especially	within	 a	 ten-month	PGCE.	Maya/BA	Primary	
Education.		Maya	highlights	this	problem	of	not	having	enough	time	to	discuss	during	training,	 in	 her	 quote	 when	 she	 asked	 how	 much	 it	 is	 possible	 to	 cover	“especially	within	a	 ten-month	PGCE”,	 or	 in	 a	 such	 short	 training	programme.	Maya’s	 argument	 about	 learning	 inclusiveness	 and	 diversity	 in	 the	 primary	classroom	could	also	be	related	to	the	trainees’	 lack	of	confidence	to	challenge	some	 sexual	 diversity	 issues	 such	 as	 homophobic	 bullying.	 Maya´s	 idea	 is	similar	 to	 Kate’s,	 a	 trainee	 teacher;	 they	 point	 out	 that	 once	 trainee	 teachers	have	a	classroom	as	a	principal	teacher	it	makes	them	feel	more	confident	and	gives	 trainees	 the	 experience	 they	 need	 to	 tackle	 gender	 stereotypes	 or	homophobia	in	the	schools.	Likewise,	Kate	wonders	how	training	programmes	and	 somehow	 practices	 and	 experiences	 in	 the	 classroom	 can	 give	 trainee	teachers	different	perceptions	and	an	awareness	of	different	issues:		
	I	suppose	it's	only	as	I've	got	older	and	gone	to	university	and	going	into	
sort	of	teaching	and	thinking	about	things	is	that	you	think	about	yourself	






Category	Questions	 Strongly	agree/agree	 Unsure	 Strongly	disagree/	disagree	14.	 I	 would	 feel	 comfortable	 asking	children	about	their	understanding	of	gay	or	lesbian.	
58.4	 28.6	 13	
16.	I	 feel	when	I	complete	my	trainee	teacher	 programme	 I	 will	 be	 able	 to	address	 gay	 or	 lesbian	 issues	 in	schools.	
46.8	 35.1	 18.2	




When	trainee	teachers	were	asked	whether	they	felt	they	would	be	able	to	 address	 gay	 or	 lesbian	 issues	 in	 schools	 when	 they	 had	 completed	 their	trainee	teacher	programme	(Q16),	46.8%	of	the	trainee	teachers	said	that	they	strongly	 agree/agree	 with	 this	 statement	 (see	 Table	 17).	 35.1	 %	 of	 trainee	teachers	 were	 unsure	 and	 a	 minority	 of	 participants	 (18.2%)	 disagreed	 that	they	 felt	 that	 after	 completing	 the	 trainee	 teacher	 programme	 they	would	 be	able	 to	address	gay	or	 lesbian	 issues	 in	primary	schools.	These	results	 further	support	the	narratives	of	trainee	teachers	in	the	interviews,	where	they	argued	that	they	would	feel	more	confident	when	they	had	more	experience	of	working	as	a	 teacher	 in	a	 school.	 	Alice,	 a	 trainee	 teacher,	 illustrates	 this	perception	of	confidence	and	what	she	thought	about	a	seminar	in	sexual	education:		
Well,	like	most	things	in	the	Sex	Ed	talk	we	were	told	to	be	very	cagey	and	
not	go	into	detail,	but	be	honest.	 	I	think	it	was	something	like,	some	men	
love/marry	other	men,	some	women	other	women,	and	so	on.	Alice/PGCE.		In	 this	 quote,	 Alice	 illustrates	 that	 seminars	 in	 sexual	 education	might	not	 be	 challenging	 properly	 questions	 about	 sexual	 diversity	 issues.	 As	 Alice	says,	educators	suggest	that	trainee	teachers	should	be	“very	cagey	and	not	go	into	detail,	but	be	honest”.	This	means	that	there	are	still	some	concerns	about	talking	about	sexual	issues	with	students.	It	could	be	inferred	that	some	teacher	educators	 providers,	 like	 schools,	 worry	 about	 how	 talking	 about	 sexualities	with	 children	 might	 be	 perceived.	 These	 specific	 concerns	 are	 related	 to	 the	question	 about	 what	 it	 means	 to	 teach	 sexual	 diversity	 in	 primary	 schools.	James,	 an	 educational	 officer,	 discusses	 this	 situation	 where	 he	 explains	 that	talking	about	LGBT	 issues	 such	as	gay	and	 lesbian	 families	 is	 about	 ‘love’	 and	about	having	a	positive	perception	of	these	non-conforming	sexual	identities:		
What	children	in	primary	schools	need	to	know	is	that	gay	people	exist	and	
that	 it	 is	absolutely	fine	 if	you	grow	up	to	be	gay…We	have	to	be	sure	we	






In	 this	 sense,	 James	 argues	 that	 teaching	 about	 gay	 and	 lesbian	 issues	implies	 more	 than	 being	 inclusive	 and	 acknowledging	 and	 respecting	individuals	 from	 any	 social	 and	 cultural	 background.	 James	 highlights	 that	primary	schools	are	the	place	where	children	need	to	start	learning	pro-actively	about	 sexualities	 in	 a	 positive	way	 (rather	 than	 simply	 teaching	 about	 sexual	diversity	 on	 an	 ad	 hoc	 basis,	 for	 example,	 in	 response	 to	 homophobia	 in	 the	school	context).	He	implies	that	secondary	schools	are	more	aggressive	spaces	towards	 homophobia	 and	 sexualities.	 Therefore,	 trainee	 teachers	 should	advocate	 a	 positive	 perception	 of	 diversity	 and	 LGBT	 issues	 to	 children	 in	schools.	 Amelia,	 an	 education	 officer,	 argues	 that	 children	 should	 not	 just	acknowledge	discriminatory	or	derogatory	words	and	actions	but	also	be	able	to	understand	the	implications	of	these	acts:			
It’s	 not	 just	actually	 the	 teacher	 saying	 “this	 is	wrong	don’t	do	 that”,	 but	
actually	getting	the	children	to	come	to	the	conclusions	themselves.	I	think	
is	 very,	 very	 powerful	 and	 if	 they	 do	 that	 through	 discussion,	 through	
dialogue	 then	 I	 think	 that	 is	 the	 most	 powerful	 way	 the	 children	 have	
reached	 those	 conclusions	 themselves	 and	 I	 think	 that’s	 very,	 very	






from	 as	 early	 as	 possible,	 so	 if	 there	 are	 children	 who	 are,	 you	 know,	
experiencing	sorts	of	feelings	and	issues	then	they've	got	that	information	
from	as	early	on	as	possible.	Hannah/BA	Primary	Education.	
With	homophobic	bullying,	 I	 don't,	wouldn't	 think,	 I	mean	 it	might	work,	
but	I	wouldn't	things	of	sort	of	having	a	lesson	with	"today	we	are	going	to	
learn	 about	 homophobic	 bullying,"	 so	 because	 it	 comes	 under	 so	 many	
different	 sort	 of	 different	 strands	 but	 yes,	 I	mean	 through	History	 it'd	 be	






wouldn’t	be	dealing	with	 it	right,	 I	 think,	 think	you've	got	 it	of	 the	child's	
kind	 of	 best	 interest	 at	 heart	 and	make	 sure	 that	whatever	 issues	 go	 on	
then	it	gets	dealt	with	regardless	of	what	parents	or	whatever.	Lucy/PGCE.		Here,	Lucy	summarises	what	trainee	teachers	expect	of	themselves	as	a	teachers	in	primary	schools.	 	 In	the	interviews,	 it	can	be	inferred	that	trainees	look	 to	 being	 the	 “best	 teacher”;	 this	 includes	 challenging	 some	 social	 and	cultural	issues	in	the	school	context.	Likewise,	Lucy	highlights	something	other	trainees	also	discussed,	that	trainee	teachers	should	look	for	“the	child's	kind	of	best	interest	at	heart”.	Indeed,	she	implies	that	somehow	trainee	teachers	have	a	social	responsibility	“regardless	of	what	parents	or	whatever”.	Lucy	is	aware	that	 trainees	 could	 encounter	 some	 difficulties	 with	 parents	 or	 staff	 that	undermine	issues	related	to	gender	and	sexualities.		 Overall,	 trainee	 teachers’	 identities,	 such	 as	 their	 social	 and	 cultural	backgrounds,	have	an	impact	on	the	way	they	perceive	and	are	aware	of	sexual	diversity	 issues	 in	 primary	 schools	 and	 how	 they	 can	 challenge	 and	 address	these	LGBT	needs	(Page	&	Liston,	2002).		As	discussed	by	Ollis	(2010),	training	programmes	build	“teachers’	personal	and	professional	confidence,	which	lead	to	a	willingness,	commitment	and	ability	 to	address	very	sensitive	gender	and	sexual	diversity	 issues	with	students”	(p.202).	Thus,	these	finding	suggest	that	trainee	 teachers	 perceive	 confidence,	 knowledge	 and	 professionalism	 as	essential	abilities	to	challenge	sexual	diversity	issues	in	primary	schools.				
Summary	





§ First,	educational	officers	discussed	the	impact	of	legislative	frameworks	in	 the	 school	practices.	Although,	 trainee	 teachers	do	not	discuss	 these	educational	polices	directly,	it	was	implied	that	there	is	an	awareness	of	being	 cautious	 when	 addressing	 sexual	 diversity	 issues	 in	 primary	schools.	 	 For	 instance,	 trainee	 teachers	 argue	 that	 seminars	 about	 sex	education	are	 lacking	in	 information	about	different	sexual	 identities.	 It	can	be	argued,	then,	that	the	influence	of	educational	polices	still	has	an	impact	on	the	school	practices	outlined	by	the	educational	officers.			
§ Secondly,	 trainee	 teachers	perceive	 themselves	as	role	models	with	 the	responsibility	 of	 being	 inclusive	 to	 all	 students.	 Trainee	 teachers	particularly	 point	 out	 that	 inclusive	 education	 is	 about	 more	 than	teaching	 practices	 but	 about	 being	 an	 inclusive	 person.	 In	 this	 sense,	trainee	 teachers	 argue	 the	 necessity	 of	 training	 programmes	 that	challenge	 marginalised	 groups	 in	 the	 school	 context.	 	 This	 includes	different	 cultural	 and	 social	 backgrounds;	 as	 one	 trainee	 teacher	mentioned,	all	fit	“under	one	umbrella”.			















comfortable	 coming	 out	 in	 the	 staff	 rooms’…	 I	 felt	 this,	 this	 sort	 of	 ‘ohh’,	




primary	 school.	 	 It	 can	 be	 inferred,	 too,	 that	 LGBT	 trainee	 teachers	may	 lack	confidence	when	compared	with		“the	older	ones”,	more	experienced	teachers.	Nonetheless,	 Eva	 points	 out	 that	 working	 in	 a	 faith	 school	 could	 make	 the	process	of	coming	out	particularly	difficult:	
	
There	was	 that	 sort	of	uncomfortable,	 that	 certain	people	who	 I	 sit	with,	
who	I	wouldn't	feel	comfortable	with	saying	it's	just	general-what-did-you-
do-on-the-weekend	conversations	that	come	up	in	the	staff	room,	and	I	feel	
that	I	can't	say,	ehh…	with	my	girlfriend.	Eva/PGCE.		Eva	 explains	 that	 she	 feels	 uncomfortable	 in	 the	 staff	 room	 in	 the	everyday	 conversation.	 For	 example,	 she	 refers	 to	when	 some	 staff	members	ask	about	weekend	activities	and	she	can’t	talk	about	her	girlfriend.	This	can	be	related	 to	her	 feeling	 that	 she	has	 to	hide	behind	 “a	 shield”.	 	Previous	 studies	have	noted	 the	 importance	of	working	 in	an	environment	where	 teachers	 feel	safe	to	express	themselves	and	this	environment	improves	their	work	practices	(Meyer,	2010).	 	Eva	highlights	that	being	gay	and	a	trainee	teacher	should	not	be	an	issue	in	the	school	context:	
	
I	also	think	well	it's	no	one’s	business	really	either.	But	you	almost	feel	like	
you	are	always	 coming	out	 so,	 it	 isn't,	 it's	no	one's	business	but	 then	you	
feel	like	you	have	to	say	it,	otherwise	you're	holding	yourself	back	and	you	





[city]	 Council	 and	 gave	 us	 like	 a	 staff	 meeting	 on	 homophobic	 bullying	
basically	and	also	how	the	staff,	there's	probably	you	are	sitting	next	to	a	
gay	person,	are	 they	comfortable	 in	coming	out	 in	your	staff	room	or	are	
they	not.	You	need	to	ask	yourself	why	they	are	not	comfortable	in	doing	it,	
then	 why,	 then	 the	 children	 wouldn't	 be	 and	 that's	 where	 you	 need	 to	











teachers	 perceive	 that	 primary	 classrooms	 are	 not	 safe	 and	 secure	 spaces	 for	LGBT	individuals.	Lastly,	Eva	appears	to	be	optimistic	about	the	frameworks	of	some	faith	schools:			
We	have	to	deal	a	lot	with	collective	worshipping,	things	that	they	do,	it	is	
very	[religious]	what	they	do	but	it's	like	everyone	is	different	for	a	reason	
because	 ‘God	 made	 us	 that	 way’,	 which	 is	 quite	 nice	 in	 that	 sense.	




[religious]	 community	 about	 equal	marriage	 and	 that	 is	 the	 kind	 of	 real	







the	end	of	it.	You	know.	Brooke/PGCE.		Brooke	describes	herself	 as	 a	 religious	 trainee	 teacher	who	debates	 the	 tense	discourse	 between	 her	 faith	 and	 sexual	 diversity	 discourses	 in	 the	 school	context.	 She	 implies	 that	 these	 religious	 discourses	 are	 positive	 and	 that	 in	particular	 her	 religious	 perception	 is	 “that	 God	 loves	 all	 people”.	 Thus,	 for	Brooke	 this	 view	 of	 ‘God	 loves’	 is	 a	 religious	 discourse	 that	makes	 a	 positive	framework	 for	 the	 sexual	 diversity	 community	 in	 the	 schools.	 Nonetheless,	some	trainee	teachers	do	not	share	this	discourse.	During	the	interviews,	it	was	implied	that	faith	schools	are	challenging	spaces	to	work	and	that	it	is	difficult	to	 feel	 safe	 as	 a	 LGBT	 teacher.	 Indeed,	 Brooke	 shows	 some	 struggle	 in	 her	perception	of	 sexual	 diversity	 and	primary	 schools.	During	 the	 interviews	 the	online	 question	 ‘how	 do	 you	 feel	 seeing	 a	 gay	 couple	 with	 children’	 was	discussed.	Brooke’s	narrative	is:		
I	 struggle	 with	 that	 and	 I'd	 probably	 be	 really	 honest	 about	 it,	 and	 you	
know,	know	that,	that's	not	the	response	I	want	to	give,	but	sometimes	I	do	
struggle	with	that.	So,	I've	just	got	to	be	completely,	completely	honest	‘cos	
other	 way	 you	 could	 say	 ‘oh	 gosh,	 you	 know,	 this	 person	 is	 really	 not	
discriminating	at	all’	but	actually	 I	have	 to	be	 really	honest	about	where	
I'm	at	then.	I	think	if	you	haven't	got	that	honesty,	you	haven't	got	a	real	
going	on,	you	gotta	have	that,	gotta	have	that	honesty	before	you	can	do	








believe	 that,	 just	 because	 I've	 been	 given	 this	 position,	 this	 very,	 very	
privileged	position	of	being	able	to	work	with	children,	which	is	an	absolute	
honour	to	be	able	to	do	that,	does	not	give	me	the	right	to	impose	anything	
on	 the	 children	 about,	 about	 that	 value	 that	 may	 discriminate	 against	
other	groups	 in	any	way,	and	I'd	be	horrified,	 I	don't	 feel	that	I'm,	 I	don't	




that	 comes	 to	my	mind	 from	my	 teacher	 experience	has	been	 to	 children	
who	might	be	struggling	with	a	family	background…you	know,	people	you	












[parent]…I	 know	 that	my	 [parent]	 has	worked	 very	 hard	 and	 did	 a	 very	
good	job	by	me,	so	I	don't	know.	I	wouldn't	want	to	generalize	enough	to	
say	 ‘ohh,	 well	 people	 from	 foster	 families	 are	 this	 way,	 or	 people	 from	
adoptive	 families	 are	 this	 way’.	 Obviously	 there	 are	 certain	 behaviours,	
which	 are	 more	 common	 among	 them,	 categories,	 not	 necessarily	





It	has	been	mentioned	that	teachers’	backgrounds	affect	their	perception	about	inclusion	and	diversity	in	the	classroom	(Meyer,	2010).	It	can	be	suggested	that	when	 a	 trainee	 teacher	 has	 experienced	 discrimination	 for	 being	 part	 of	 a	marginalized	social	group,	the	perception	of	diversity	is	more	open.	In	this	case,	Joshua	implies	that	being	part	of	a	single	parent	family	has	had	an	impact	on	the	way	he	perceives	non-traditional	families.	As	Golombok	(2015)	discusses	in	her	book	 Modern	 families,	 “most	 people	 have	 views	 on	 modern	 families…often	based	on	speculation	and	assumption”	(p.	xii).	Similarly,	Joshua	recognises	that	there	 are	 “stereotypes	 because	 people	 do	 exhibit	 certain	 behaviour”	 but	 he	stresses	that	these	stereotypes	are	not	generalizations	about	individuals.		In	this	sense,	 Joshua	 appears	 to	 be	 aware	 that	 belonging	 to	 a	 non-traditional	 family	might	bring	prejudice	to	the	school	context.	The	following	quote	illustrates	how	some	social	backgrounds	can	influence	the	way	diversity	is	perceived	for	some	social	groups:		
I'm	from	[village]	originally,	which	is	from	a	small	mining,	formerly	a	small	
mining	 town	where	 it's	all	 really	white	working	 class	people,	 and	 I	 know	
that	I've	got	friends	who	were	teachers	here,	who	don't	really	know	how	to	
deal	with	it.	They've	said	to	me	what	you	do	when	you've	got	a	child	who	
can't	 speak	 English	 in	 your	 class?	 What	 do	 you	 do	 when	 this	 happens?	
What	did	you	do?	Cos	I've	never	been	put	in	a	situation	where	I've	to	deal	










best	for	the	children.	Joshua/PGCE.		Although	 this	 example	 is	 different	 from	 a	 sexual	 diversity	 topic,	 it	 is	important	 to	 highlight	 that	 trainee	 teachers	 encounter	 all	 sorts	 of	 different	identities	in	their	classrooms.	Likewise,	trainee	teachers’	approaches	are	really	essential	 to	 challenge	 discrimination	 or	 prejudice	 about	 these	 individual	differences.	 Joshua	seems	to	have	a	struggled	 in	 this	situation,	 too:	 “‘what	you	gonna	do?’	you	should	suck	it	up”.	In	this	extract,	Joshua	exemplifies	a	situation	where	 trainee	 teachers	 might	 feel	 inexperienced,	 yet	 have	 to	 deal	 with	progressive	practices.	As	 Joshua	remarks	 “you've	gotta	 turn	 into	your	best	 for	the	children”:		
I'm	 quite	 sensitive	 to	 diversities	 in	 the	 classroom	 anyway,	 so	 I	 was	 very	




I	 think	that	 I've	been	 lucky,	 I've	had	quite	broad	experience,	 so	yeah,	 I	do	
have	a	quite	broad	understanding	of	what	different	families,	and	I've	tried	
understanding	 this,	 and	 compassionate	 as	 I	 can	 for	 different	 families.	




“and	 I've	 tried	 understanding	 this,	 and	 compassionate	 as	 I	 can	 for	 different	families”.	Overall,	as	Golombok	(2015)	points	out,	“non-traditional	families	are	more	associated	with	negative	outcomes”	 (p.192).	Similarly,	 in	 the	 interviews,	trainee	 teachers	were	aware	of	 the	difficulties	pupils	who	belong	 to	 same-sex	families	might	encounter	in	the	school	context.	Finally,	Joshua	makes	a	point	of	being	 really	 patient	 and	 using	 strategies	 to	 teach	 pupils	 who	 may	 be	marginalized	 such	 as	 the	 non-English	 speaking	 pupils.	He	 also	 implies	 that	 in	this	way	he	teaches	other	pupils	to	be	inclusive:	“get	all	the	children	to	model	to	be”.,	It	may	be	the	case	therefore	that	trainee	teachers	are	seen	as	a	model	and	social	agents	that	students	imitate	to	be	inclusive	of	diversity.			
8.4	Rosie:		trainee	teachers	and	social	agency	




to	 that	 child,	 so	 it's	 like,	 you	 know	 mates	 and	 everybody	 as	 a	 teacher-
student	relationship	is	just	like	‘it'll	be	o'right’	you	know,	‘it'll	be	o'right’,	so	








with	 if	 I	was	 pulling	 them	off	 about	 anything,	 it'd	 be	 a	 bit	 like	 anything,	
basically	this	could	go	either	way	they	could	respect	that	I'm	pulling	them	
up,	or	they	could	be	like	‘ohhh’.	Rosie/PGCE.		Here,	when	Rosie	discusses	how	she	might	tackle	homophobic	language	in	 the	 classroom,	 her	 lack	 of	 confidence	 and	 her	 worries	 about	 what	 could	happen	once	she	challenges	homophobia	 in	 the	school	spaces	can	be	seen.	 	 In	the	 interview,	 Rosie	 shows	 a	 concern	 for	 protecting	 marginalised	 pupils	 in	school	spaces	but	at	the	same	time	she	is	protecting	herself	as	a	lesbian	teacher	in	how	far	she	could	challenge	these	discriminatory	behaviours.	Rosie	has	this	narrative	of	the	possibility	of	change	as	an	agent	that	can	tackle	certain	pupils’	behaviours	and	advocate	for	a	positive	and	safe	environment	in	the	school.		This	agency	 is	 seen	 in	LGBT	 teachers	where	 they	 relate	 to	LGBT	pupils	 or	 families	that	 struggle	 to	 fit	 in	with	 the	 primary	 school	 context	 (Page	&	 Liston,	 2002).	Here,	 Rosie	 understands	 that	 the	 social	 and	 cultural	 context	 of	 the	 schools	 is	important	to	consider:		
	
You	know	it's	not	a	deal,	whereas	if	you	go	into	a	very	religious	[religion]	
school,	 yes	 it	 would	 be	 a	 deal	 more.	 So	 as	 much	 as	 the	 parents	 as	 the	




with	 it	 in	 both	 schools.	 But	 just	 how	 you	 deal	 with	 it,	 it'd	 be	 different.	
Rosie/PGCE.			 Rosie	 highlights	 the	 importance	 of	 recognising	 the	 social	 and	 cultural	school	 background	 in	 order	 to	 challenge	 heteronormative	 practices	 and	homophobic	 assaults	 in	 those	 particular	 spaces.	 Rosie	 argues	 that	 teachers	should	 deal	 differently	 in	 demanding	 school	 spaces,	 and	 in	 this	 sense	 she	 is	aware	 of	 the	 challenge	 of	 particular	 schools.	 Here,	 her	 social	 agency	 is	 to	understand	these	repressive	particular	spaces	and	advocate	different	narratives	that	challenge	oppressive	discourses	of	hegemonic	heterosexualised	discourses	in	the	school	context.	Rosie	perception	of	herself	as	caring	and	protecting	also	empowers	her	to	see	herself	as	an	agent	of	change.	
	













schools	 setting.	 It	 concludes	 with	 the	 significance	 of	 the	 findings	 and	 the	contribution	of	the	study.	
9.1	Key	Findings		With	 regard	 to	 the	 three	main	 themes,	 I	 discussed	 first	 gender	 stereotypes	 in	primary	 schools,	 and,	 the	potential	 relationship	between	perceptions	 of	 being	female	and	male	 in	heteronormative	 school	 spaces,	 in	particular	how	 trainees	are	aware	of	and	perceive	primary	school	children	performing	being	boys	and	girls	 at	 school.	 Overall,	 trainee	 teachers	 perceive	 how	 these	 masculinity	 and	femininity	 performances	 are	 created	 and	 perpetuated	 in	 everyday	 school	practices	thorough	heteronormativity	frames.	This	hegemonic	heteronormative	gender	bias	is	followed	and	extended	by	homophobic	language	and	bullying	in	the	 school	 setting.	 Secondly,	 I	 discussed	 trainee	 teachers’	 awareness	 of	homophobic	 language	 and	bullying	 in	 the	primary	 school	 settings.	 	 The	 social	and	cultural	 context	 limits	 trainees’	and	pupils’	understanding	and	knowledge	of	 sexualities;	 for	 instance,	 popular	media,	mostly	 TV,	 perpetuates	 and	 at	 the	same	 time	 challenges	 sexual	 diversity	 issues.	 Finally,	 some	 trainee	 teachers	perceive	 themselves	 as	 more	 progressive	 about	 challenging	 sexual	 diversity	issues	such	as	same-sex	families.	Accordingly,	trainee	teachers	related	same-sex	families	 with	 social	 inclusion	 and	 diversity	 in	 school	 spaces.	 The	 trainee	teachers’	awareness	of	sexual	diversity	issues	in	social	and	cultural	frameworks	advocates	a	positive	and	inclusive	environment	in	school	spaces.	In	addition	to	the	 three	main	 themes,	 the	 following	points	have	 to	be	 considered	 as	 general	findings:		




§ Trainee	 teachers	 perceive	 themselves	 as	 responsible	 for	 creating	inclusive	and	diverse	spaces	in	the	primary	school	classroom.	However,	trainees	 feel	 that	 they	 lack	 of	 experience	 and/or	 training	 to	 deal	 with	sexualities	in	the	primary	school	context.		
§ Trainee	 teachers’	 positive	 perception	 of	 diversity	 is	 echoed	 in	 their	interview	 narratives.	With	 respect	 to	 teaching	 sexual	 diversity,	 trainee	teachers’	 awareness	 of	 diversity	 advocates	 a	 more	 inclusiveness	 in	school	spaces.			
§ Trainee	teachers’	perceived	barriers	to	the	challenge	of	homophobia	and	sexual	 diversity	 in	 primary	 schools	 are:	 (1)	 not	 having	 a	 supportive	school	staff;	(2)	the	perception	of	primary	school	children	as	innocent	or	naïve	 about	 issues	 of	 sexuality;	 (3)	 particular	 cultural	 and	 social	backgrounds	around	school	spaces	such	as	religion	or	ethnicity;	(4)	lack	of	 training	 about	 sexual	 diversity	 associated	 with	 social	 inclusion	 or	diversity	in	general.			
§ Addressing	sexual	diversity	in	the	primary	schools	is	seen	as	a	personal	matter	where	trainee	teachers	must	 face	their	own	identity	and	beliefs.	Thus,	 trainee	 teachers’	 identities	 and	 experiences	 impact	 the	way	 they	perceive	gender,	sex	and	sexualities	discourses.		
















trainee	 teachers	 feel	 comfortable	addressing	 same-sex	 families	 in	 the	primary	school	 discourses.	 Same-sex	 families	 are	 also	 compared	 with	 heterosexual	families	 in	 their	daily	practices	as	a	way	of	normalizing	 the	LGBT	 family	 from	the	‘homosexual	spectrum’.	It	is	clear	that	same-sex	families	have	become	more	visible	 as	 a	 result	 of	 new	political,	 social	 and	 cultural	 discourses	 on	 same-sex	marriage	in	England	and	Wales.				 As	 with	 the	 previous	 findings,	 trainee	 teachers	 indicated	 a	 positive	response	 towards	 teaching	 about	 same-sex	 families	 in	 primary	 schools.	Trainees	also	perceive	that	pupils	who	belong	to	a	same-sex	family	might	be	the	object	of	discrimination	and	bullying;	thus,	it	is	necessary	to	portray	all	different	kinds	of	 families	 to	 children	 in	 school	 spaces.	 	 Some	 trainees	highlighted	how	important	it	is	to	present	non-traditional	families	to	children	from	an	early	age	in	 school	 spaces.	 The	 study	has	 also	 shown	 that	 trainees	 view	 teaching	 about	same-sex	 families	 as	 an	 inclusive	 practice	 to	 challenge	 heteronormative	discourses.	 	My	analysis	presented	a	positive	scenario	for	same-sex	families	as	far	as	trainees	are	concerned	but	it	seems	that	more	usually	in	schools	practices,	teaching	about	same-sex	families	is	undermined	by	heteronormative	discourses.		In	general,	 trainee	 teachers	are	aware	of	 the	 implications	of	 talking	about	gay	and	lesbian	families	in	the	school	context,	such	as	the	differences	within	diverse	religious	 or	 cultural	 background.	 There	 is	 also	 a	 lack	 of	 educational	 guidance	and	 pedagogical	 frameworks	 that	 could	 help	 teachers	 to	 address	 same-sex	families	in	the	primary	classroom	and	challenge	heteronormative	discourses	of	what	a	family	means.			








and	young	people	from	SRE	classes	in	accordance	with	personal,	social	and/or	cultural	 preferences.	 Hence,	 not	 all	 pupils	 have	 the	 opportunity	 to	 learn	 and	understand	about	the	concepts	of	sex,	gender	and	sexualities.	Moreover,	not	all	the	pupils	have	the	opportunity	to	learn	about	their	own	identities	and	those	of	others.	 Overall,	 although	 the	 latest	 legal	 educational	 policies	 towards	 sexual	diversity	do	advocate	more	positive	scenarios,	the	legal	frameworks	are	limited.	Thus,	based	on	these	findings	I	recommend	the	following:		
§ The	use	of	homophobic	 language	 in	primary	 schools	 cannot	be	 seen	as	children	naivety	or	innocence	to	derogatory	and	discriminatory	words.		
§ The	SRE	Guidance	(DfEE	0116/2000),	which	was	reviewed	in	2014,	has	not	been	up-dated	 to	consider	sexual	diversity	 issues	such	as	same-sex	families	or	diverse	non-heteronormative	relationships.	Therefore,	 there	is	a	need	for	educational	guidelines	and	legal	educational	frameworks	to	be	up-dated	and	 to	 advocate	high	quality	 and	effective	 sexual	diversity	teaching	and	learning	environments	in	primary	schools.			





§ These	 findings	 enhance	 our	 understanding	 of	 training	 programmes	 in	order	 to	 advocate	 more	 positive	 inclusive	 school	 spaces.	 Thus,	 using	feminist	 and	 queer	 pedagogical	 frameworks	 through	 the	 training	programmes	 should	 contribute	 and	 give	 teachers	 the	pedagogical	 tools	to	enable	them	to	promote	diverse	identities	discourses.	
§ These	findings	suggest	that	trainee	teacher	programmes	should	include	gender	 and	 sexualities	 in	 the	 curriculum.	 I	 argue	 that	 these	 training	programmes	 should	 work	 on	 the	 understanding	 of	 diverse	 identities,	particularly	 those	 that	 are	 being	 oppressed	 or	 excluded	 on	 political,	social	and	cultural	grounds.	
§ These	 training	 programmes	 could	 be	 a	 first	 step	 to	 promoting	 more	diverse	 and	 inclusive	 practices	 in	 schools.	 It	 would	 also	 enhance	 the	trainee	 teachers’	 understanding	 of	 diversity	 and	 inclusion	 in	 the	educational	context.	




to	the	collection	of	the	data.	For	instance,	some	universities	were	quite	cautious	about	 aspects	 of	 the	 ethics	 procedures	 of	 this	 study.	 However,	 the	 online	questionnaire	was	reviewed	by	the	coordinators	of	the	BA	or	PGCE	programmes	and	 it	was	positively	 received,	 so	 there	was	no	misperception	with	 respect	 to	the	different	items	asked	or	regarding	any	part	of	the	questionnaire.	Therefore,	the	questionnaire	was	consistent	and	appropriate	 for	 trainee	 teachers.	During	the	design	of	the	questionnaire,	it	was	decided	to	ask	limited	personal	questions	as	trainee	teachers	were	considered	to	be	sensitive	subjects.	Consequently,	the	participation	of	students	 in	the	online	questionnaire	and	 individual	 interviews	was	similarly	limited.			Because	the	interviews	were	semi-structured,	the	interviewee	was	expected	to	contribute	 information	 which	 would	 lead	 to	 other	 relevant	 questions;	 this	expectation	 was	 positive.	 The	 relationship	 between	 the	 researcher	 and	 the	participants	 was	 a	 dynamic	 process	 depending	 on	 the	 contexts	 and	 the	established	relationships	with	the	universities	or	even	the	participants.	 In	this	sense,	 Reynolds	 argues	 that	 “the	 interaction	 between	 race,	 class	 and	 gender	suggest	 that	 power	 in	 social	 research	 is	 not	 a	 fixed	 and	 unitary	 construct	exercised	 by	 the	 research	 over	 the	 research	 participant.	 Instead…power	 is	multifaceted,	relational	and	interactional”	(cited	by	Doucet	and	Mauthner,	2008	p.	333).	Thus,	I	was	careful	to	ensure	that	the	questions	were	not	aggressive	or	out	of	place,	or	representing	or	asking	about	feminist	or	queer	issues	in	a	non-assertive	way.	In	that	instance,	Fontana	and	Frey	(2005)	question,	“if	queering	the	 interview	 denies	 its	 primary	 goal,	 what	 should	 be	 done?”	 (p.	 695).	 This	statement	indicated	the	difficulties	that	queer	research	can	find,	and	referred	to	obstacles	 to	 listening	 and	 to	 how	 the	 interview	 can	 be	 related	 to	 research	experiences	(Wengraf,	2001,	p.	202-203).				




nonetheless,	 its	 aim	 is	 to	 contribute	 to	 the	 understanding	 of	 and	 explore	 the	experiences	 of	 trainee	 teachers	 in	 respect	 of	 sexual	 diversity	 issues	 in	 school	spaces.	Through	 the	analysis	of	 this	 study	 it	 is	possible	 to	 relate	 these	 trainee	teachers’	 experiences	 to	 teachers’	 experiences	 discussed	 in	 previous	 studies.		Future	studies	might	explore	different	social	and	cultural	contexts	and	provide	a	framework	 for	 other	 pedagogical	 directions.	 Thus,	 based	 on	 these	 findings	 I	recommend	the	following:			
§ This	research	has	showed	a	gap	between	educational	policies	such	as	the	SRE	 guidance	 and	 the	 pedagogical	 practices	 that	 are	 needed	 in	 school	spaces.	 Therefore,	 future	 research	 might	 explore	 how	 these	 gaps	influence	 the	 school	 practices	 that	 are	 associated	 with	 the	 teaching	 of	sexual	diversity	in	the	primary	schools.			
§ Future	 research	 should	 be	 undertaken	 to	 explore	 how	 primary	 school	pupils	 understand	 the	 use	 of	 these	 derogatory	 and	 discriminatory	language	in	primary	school	spaces.			
§ Drawing	 on	 these	 findings,	 I	 recommend	 that	 a	 future	 study	 should	discuss	 the	 pedagogies	 of	 gender,	 sex	 and	 sexualities	 in	 the	 primary	school	 context.	 Theoretical	 and	 practice-based	 research	might	 provide	insights	 into	 how	 pedagogical	 practices	 could	 advocate	 and	 promote	inclusiveness	and	equalities	in	school	spaces.		
§ More	research	 is	needed	 into	what	 trainee	 teacher	programmes	should	promote	 as	 teaching	 practices	 that	 involve	 diversity	 and	 inclusive	pedagogies.	 A	 participatory	 action	 research	 following	 the	 use	 of	 these	strategies	and	how	trainee	teachers	enhance	these	practices	is	needed.		








































Purpose!of!Study! Research!about! sexual!diversity! in!primary! schools!has! shown!
that! children! are! aware! of! homophobic! assaults,! as!
homophobic! language,! in! the! playground,! the! classroom! or!
even! in! the! school! corridors,! (GLSEN,! 2012;! Atkinson,! 2002;!
HRW,! 2001).! Also,! there! is! a! new! challenge! for! the! sexual!
diversity!community!on!the!school!context,!the!homoparental!
and! LGBT! (Lesbian,! Gay,! Bisexual! and! Transgender)! families,!
where! parents! are! both! for! the! same>sex! or! include! a! LGBT!
parent.! It! is! proposed! that! whilst! teachers! address! diversity!
and! inclusion! in! their! classroom,! sexual! diversity! is! still! a!
controversial! issue! in! schools.! The! aim! of! this! study! is! to!
explore! the! awareness! and! perceptions! of! trainee! teachers!
about!sexual!diversity!in!primary!schools.!
About!your!participation! The! study! involves! trainee! teachers! on! the! BAEd! and! PGCE!
programme.! All! trainee! teachers! have! been! contacted! via! email!
to!invite!them!to!participate!in!the!study.!You!may!withdraw!your!
consent! at! any! time!without! penalty! by! advising! the! researcher!
(mlp504@york.ac.uk).!If!you!do!so!any!information!that!you!have!
provided,!as!part!of!the!study!will!be!destroyed.!!
Procedures!to!be!followed!! You$will$ be$ asked$ to$ take$part$ in$ an$online$questionnaire;$ this$





Data!Procedures!! All! information! collected! about! individuals! in! the! course! of! this!
study! will! be! anonymised! so! that! participants! cannot! be!
identified.!Research$ records$ will$ be$ on$ a$ password7protected$
computer$ and$ only$ the$ research$ team$will$ have$ access$ to$ the$















report$ that$ might$ be$ published.$ $ It$ is$ the$ intention$ of$ the$
researchers$ to$ share$ the$ findings$at$national$ and$ international$
conferences,$ and$ in$ professional$ and$ academic$ literature$
(doctoral$ thesis,$ journals).$ Participation$ in$ the$ second$ stage$ is$
entirely$voluntary;$participants$may$choose$to$ take$part$ in$ the$
first$ stage$and$allow$ their$ data$ to$be$used$ for$ the$purpose$of$
the$ doctoral$ thesis,$ conference$ presentations$ and$ articles$ but$





so! the! team!hopes! you! can!be! as! frank! as! possible.! The! subject!
matters! of! this! interview! are! your! own! views! and! not! those! of!
your! institutions!or! others,! and!no!quotations!will! be! attributed!
directly!to!their!source!such!that! individuals!can!be!identified.!In!
the! event! of! any! publication! or! presentation! resulting! from! the!
research,! no! personally! identifiable! information! will! be! shared.!
Audio! recordings! will! be! destroyed! once! the! research! period! is!
over.!
Right!to!Ask!Questions!! If! you! have! any! questions,! comments! or! concerns! about! this!


































I! understand! that! the!aim!of! this!project! is! to! gather! information!on!my!views!on!diversity! in! schools.! I!
understand! that! I! will! be! asked! for! my! opinion! about! issues! of! diversity! in! primary! schools,! including!
diverse!family!forms;!gender!stereotypes;!and!sexual! identity!and!orientation.!I!understand!that!if!any!of!
the! topics! in! the! questionnaire! make! me! feel! uncomfortable! or! distressed,! I! do! not! have! to! continue!
participating!in!the!study.!
!
I! understand! that! my! participation! in! this! project! is! entirely! voluntary! and! that! I! can! withdraw! from!


































































! Agree! ! Unsure! ! !Disagree! ! Strongly!disagree!
! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !1! I!think!primary!school!children!are!aware!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !2!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
!
! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !3! There! is! no! evidence! that! homophobic!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
!
! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !5! I! think! it! is!necessary! to! teach!about!gay!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !6! Primary! school! children! with! lesbian! or!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !7! I! think! teachers! should! consider! gay! or!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !8!
I!do!not!think!that!using!'pink'!for!girls!or!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !9!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
!
I! would! prefer! not! to! use! children's!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !































! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !12! I! would! feel! comfortable! talking! about!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !13! I! would! feel! nervous! responding! to! a!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !14! I! would! feel! comfortable! asking! children!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !15! I! would! feel! comfortable! reading!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !16! I!feel!when!I!complete!my!trainee!teacher!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !17! I! believe! children! need! to! be! of! an!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !18! I! would! prefer! to! talk! about! ethnic! and!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !19!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
!
! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !20! I! would! feel! comfortable! talking! about!













! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !














! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! ! !
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